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En este momento que he finalizado la tesis me imagino que hacer 
investigación es, como decía Fernando Braudel sobre la historia, un proceso 
complejo y de larga duración. Hay momentos “objetivos” de trabajo duro y 
tenaz, metodológico, que se van aglutinando hasta producir las 
circunstancias que permiten lograr ciertos resultados esperados. También 
hay muchos otros difíciles, emotivos, y gratificantes que hacen que, de 
repente, las cosas fluyan, se estanquen o den un salto significativo hacia 
adelante, inesperado, y te encuentres con resultados que estabas esperando 
–o que no esperabas y te nutren igual o más. Como en la sociedad misma, 
todos estos momentos son producto de la participación de muchas personas 
que constantemente o en diferentes momentos, están empujando la historia. 
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Las circunstancias y motivaciones que permean el compromiso ciudadano de los 
jóvenes ha sido objeto de un gran debate en las últimas décadas. Políticos, 
educadores e investigadores de todo el mundo se han cuestionado sobre este tema, 
en un marco en el que la democracia se ha puesto en duda, y el compromiso 
ciudadano de los jóvenes con los mecanismos de participación social tradicional ha 
decaído. En países occidentales y no occidentales, el compromiso ciudadano se ha 
construido bajo un modelo de ciudadanía orientado al Estado-nación. Éste está 
basado en narrativas de identidad común y responsabilidad social, que 
proporcionaban a los individuos las explicaciones, prácticas y valores definidos 
como legítimos socialmente. Entre estas narrativas, la historia aparece como uno 
de los pilares esenciales del compromiso ciudadano. La Historia permite a los 
individuos reconocerse en un imaginario colectivo, una herencia común, y en un 
sentido de construcción de un camino conjunto hacia el futuro como grupo 
cohesionado y unido.  
 
Sin embargo, las interpretaciones nacionalistas de la historia y la ciudadanía han 
fomentado la superposición entre la identidad nacional y la participación social. 
Esta superposición causó una forma de compromiso ciudadano orientado al 
mantenimiento de las instituciones políticas, en lugar del desarrollo democrático 
de la sociedad. Esta situación ha dado lugar a conflictos y tensiones en la 
construcción del compromiso ciudadano de los individuos. Por un lado, el 
malentendido de confundir la ciudadanía responsable con el patriotismo activo. Por 
el otro, el fomento de representaciones herméticas de las identidades colectivas, 
cívicas e individuales de las personas. De esta manera, la educación ciudadana ha 
promovido principalmente un tipo de compromiso ciudadano convencional. Éste se 
caracteriza por la pasividad y el compromiso no crítico de los ciudadanos, y por la 
legitimación de las vías políticas tradicionales de participación social. En las 
últimas décadas, la investigación sobre la ciudadanía ha criticado duramente esta 
noción de compromiso ciudadano. Recientemente, esta crítica también ha llevado 




En este contexto, la presente tesis analiza el compromiso ciudadano juvenil, y la 
influencia de las intersecciones entre la historia y la ciudadanía en su desarrollo. 
El análisis se centra en las explicaciones de los adolescentes sobre controversias 
socio-históricas, y los diferentes procesos de significación involucrados en dichas 
explicaciones. El estudio del compromiso ciudadano de los adolescentes desde el 
trabajo con controversias relevantes para su desarrollo democrático, aparece como 
una oportunidad relevante para analizar tanto el desarrollo democrático juvenil, 
como las intersecciones entre la historia y la ciudadanía. Este es un campo de 
investigación emergente y vibrante con una contribución prometedora al 
compromiso ciudadano, así como a la enseñanza de la historia y la educación para 
la ciudadanía, dos disciplinas clave en el desarrollo personal y social de las 
personas.  
 
La presente investigación consta de seis estudios empíricos realizados con el 
objetivo de analizar el compromiso cívico juvenil. En éstos también se debate sobre 
los vínculos entre la ciudadanía y la historia en la educación, así como también se 
busca profundizar el conocimiento de las particularidades de cada campo de 
investigación. El primer estudio: “Las percepciones de los adolescentes sobre la 
ciudadanía: analizando el compromiso social por medio de dilemas de 
posicionamiento”, presenta una visión global de los diferentes retos de la 
ciudadanía, especialmente las particularidades del compromiso ciudadano juvenil.  
Este estudio es el piloto de la investigación y aborda las tres principales 
aproximaciones a la ciudadanía –política, psicológico-cognitiva e identitaria-. La 
pregunta central del estudio es: ¿Cómo es el compromiso ciudadano de los 
estudiantes con las problemáticas sociales? Esto se examina en términos de la 
“microciudadanía” y la “macrociudadanía”, es decir, por un lado, la forma en que 
los adolescentes se involucran con sus pares; y por el otro, cuál es su posición frente 
a las decisiones gubernamentales y de los políticos para afrontar la controversia 
social.  
 
El segundo estudio: ¿Quién puede ser ciudadano? Agencialidad y representaciones 
históricas de indígenas en las narrativas de adolescentes mexicanos y argentinos, es 
un estudio exploratorio de los vínculos teóricos y educativos entre la historia y la 
ciudadanía. Este estudio analiza cómo en las narrativas sobre personajes históricos, 
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hay un intento explícito o implícito de asignar agencialidad y derechos a cierto 
grupo. Esto se logra estableciendo narrativamente quién puede ser ciudadano 
basándose en el relato de la historia nacional.  El tercer estudio: ¿Cómo explican los 
estudiantes las controversias? Narrativas y discursos de compromiso ciudadano; 
analiza la forma en que doscientos adolescentes de México y España se involucran 
cultural y personalmente, con la explicación de un evento mediático controversial. 
También se discute la importancia de los contenidos alternativos en el fomento del 
compromiso ciudadano de los jóvenes. Este estudio analiza la relación entre las 
narrativas y los discursos de los estudiantes con su compromiso ciudadano en la 
explicación de controversias. El análisis pone especial énfasis en el papel del 
conocimiento histórico en los discursos de las y los estudiantes.  
 
El cuarto estudio: Ciudadanía, Posicionamiento y explicación de Controversias, 
aborda los retos de redefinir la ciudadanía y su educación en la que el 
posicionamiento, la historia y la moralidad son piezas centrales.  El estudio analiza 
la relación de los derechos y obligaciones de los ciudadanos, con el conjunto de 
posiciones establecidas como legitimas para convertirse en buenos ciudadanos. 
Estas posiciones tienen origen en las narrativas históricas, valores morales y 
emociones vinculadas al contexto social. El análisis se centra en la variedad de 
posiciones que los estudiantes usan para legitimar o confrontar las posiciones de 
autoridad, que aparecen en la explicación de una controversia social. El quinto 
estudio: “La Historia a juicio”. Discursos y funciones del juicio moral en la 
explicación histórica, plantea una discusión teórica sobre las relaciones entre la 
historia, la moralidad y las narrativas. Al examinar las características estructurales 
y la articulación discursiva de las narrativas históricas de los estudiantes, el estudio 
muestra como la historia y la moralidad se mezclan en la comprensión histórica y 
en el desarrollo social y ciudadano de los jóvenes.   
 
Finalmente, el sexto estudio: De frente a la Historia: Posicionamiento y negociación 
identitaria en las narrativas de la historia controversial de los adolescentes, aborda 
la importancia del posicionamiento en el proceso de construcción de la identidad 
dentro de la comprensión histórica. Examina el posicionamiento que los 
participantes establecen al explicar la historia común, y las formas en que se 
involucran con estas posiciones al negociar su identidad personal y colectiva. Los 
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resultados permiten acercarse a la comprensión de cómo se involucran los 
adolescentes con las problemáticas históricas que tienen un impacto importante en 
contextos actuales y en su desarrollo como ciudadanos.  
 
Como se puede observar, la estructura de esta compilación de estudios permite una 
correlación entre la justificación, los objetivos y los resultados de los mismos. El 
estudio dos retoma la discusión teórica del estudio uno, sobre las interconexiones 
entre historia y ciudadanía. Estos dos estudios exploratorios, a su vez, 
proporcionaron ideas y recursos para cimentar las bases de los cuatro próximos 
estudios, sobre el compromiso ciudadano en los dos campos de investigación. 
También hay una correlación entre los estudios de enseñanza de la historia y 
educación para la ciudadanía. El estudio cinco considera la discusión del estudio 
tres sobre narrativas y discursos, y la reivindicación de la necesidad de profundizar 
el conocimiento del papel de la moral en la comprensión de los adolescentes de los 
acontecimientos sociales e históricos. Del mismo modo, el estudio seis, toma en 
consideración los resultados del estudio cuatro, sugiriendo la relación y las 
consecuencias de la asignación de posiciones, en la autoconstrucción de la 
identidad personal. 
 
Este conjunto de estudios busca contribuir a la comprensión de la complejidad del 
desarrollo del compromiso ciudadano de las y los adolescentes. También plantea 
establecer un puente entre las dos disciplinas, destacando el análisis del proceso de 
significación de problemáticas socio-históricas de las y los participantes. Se busca 
contribuir al avance de la ciudadanía la historia en educación, abordando 
problemáticas particulares emergentes que no han sido estudiadas lo suficiente, 
como las emociones y la moral. Igualmente busca contribuir aportando 
metodologías innovadoras en la investigación de la enseñanza de la historia y la 
ciudadanía, que han sido poco exploradas en las bases metodológicas de ambas 
disciplinas. En última instancia, se espera que esta tesis pueda ayudar a difundir el 
conocimiento, al compartir los resultados en revistas y espacios académicos, pero 
también en el trabajo diario de los profesores, colegas y todas las personas 
interesadas en hacer del mundo un mejor lugar donde quepan muchos mundos.  





The reasons and circumstances that permeate youth civic engagement has caused 
a great deal of debate in the last decades. Politicians, educators and researchers all 
over the world have asked themselves for this issue, as democracy has been place 
in doubt and youth engagement with conventional social participation have 
decayed. In western and non-western countries youth civic engagement has mostly 
been sustained by a Nation-State model of citizenship, grounded in grand 
narratives of common identity and social responsibility. These narratives provide 
individuals of the legitimate explanations, practices and values in society. Among 
these narratives, history appears as one of the most essential pillars of civic 
engagement. History enable individuals to recognize themselves in a collective 
imaginary, a common heritage, and in a sense of building a common path together 
towards the future as a group.  
 
However, nationalistic interpretations of history and citizenship have fostered the 
overlap between national identity and social participation. The overlap caused a 
form of civic engagement oriented to the maintenance of the Nation-State, instead 
of the democratic development of society. This situation gave rise to conflicts and 
tensions in individuals’ own construction of civic engagement. On the one hand, 
causing misunderstanding of responsible citizenship as active patriotism. On the 
other, fostering distorted and rigid representations of collective, civic and personal 
identities. In such way, citizenship education have been majorly promoting a type 
of conventional civic engagement. This characterizes by passiveness and non-
critical engagement, and by the legitimation of the traditional political venues of 
social participation. In the last decades, research have challenge this notion of civic 
engagement. Recently, this criticism have also leaded to questioning the 
conventional interconnections between history and citizenship in education.  
 
In this regard, the present dissertation discusses youth civic engagement and the 
influence of the intersections between history and citizenship in its development. 
The analysis focuses on the adolescents’ explanations of sociohistorical 
controversies, and the different meaning-making processes involved in. The study 
of the adolescents’ civic engagement with controversies relevant for their 
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democratic development appears as a relevant opportunity to analyze cases where 
history and citizenship meet. This is an emergent and vibrant research field with 
promising contribution to civic engagement as to history and citizenship, two 
keystone disciplines in people’s personal and social development. The present 
research consists of six empirical studies conducted in the aim of analyzing youth 
civic engagement. They discuss the links between citizenship and history in 
education. And the studies also aimed to deepen knowledge of the particularities of 
each research field.  
 
The study one, Adolescents’ perceptions on citizenship: Analyzing social engagement 
by positioning dilemmas, presents a global overview of the different challenges of 
citizenship, especially the particularities of the adolescents’ civic engagement. This 
study is the pilot of the research, and addresses the three main conventional 
approaches to citizenship - political, cognitive-psychological and identity-, 
discussing them around one central question: How do students engage with social 
issues? This is examined in terms of microcitizenship and macrocitizenship, that is, 
the ways the adolescents engage towards their peers, and toward governmental 
decisions and politicians in the explanation of a controversial issue. 
 
The study two, Who is entitled to be citizen? Agency and historical representations 
of Indigenous in Mexican and Argentineans adolescents’ narratives, is an exploratory 
inquiry of the theoretical and educational links between history and citizenship. 
This study analyzes how in the narratives about historical characters, there is an 
attempt to explicitly or implicitly assign agency and entitlements to certain group, 
therefore establishing who is entitled to be citizen from the ground of the national 
history account. The study three, How do the Students make sense of Controversies? 
Narratives and Discourses of Civic Engagement, analyzes the ways in which the two 
hundred participants from Mexico and Spain, engage culturally and personally with 
the explanation of a controversy. It also discusses the importance of alternative 
contents in fostering youth civic engagement. This study analyzes the relation of 
narratives and discourses in the students’ engagement with the explanation of 
controversies. It takes special attention to the role of historical knowledge in 
students’ discourses.  
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The study four, Citizenship, Positioning and the Explanation of Controversies, 
discusses the stakes of redefining citizenship and its education in which 
positioning, history, and morality are keystones. This study analyzes the relations 
of the citizens’ rights and duties, with the set of positions established as legit to 
become good citizens; these are rooted in historical narratives, moral values, and 
emotions linked up with the community. The analysis centers in the variety of 
positions the students use to legitimize or confront the positions of authority that 
appear mainstream in a specific controversial issue. The study five, “History on 
trial”. Discourses and the Functions of Moral Judgment in Historical Explanation, 
posits a theoretical discussion on the relations of history, morality, and narratives. 
In examining the structural characteristics and discursive articulation of the 
students’ historical narratives, the study shows how history and morality blends in 
the explanations of troubled past; the analysis also evinces the implications of the 
role of morality in the historical understanding, in the social and civic development 
of young learners.  
 
Finally, the study six, Facing History: Positioning and identity negotiation in 
adolescents’ narratives of controversial history, addresses the relevance of 
positioning in the process of self-identity construction, within historical 
understanding. It examines the positions the participants establish to explain 
common history, and the ways they engage with these positions to negotiate their 
own personal and collective identities. Findings allow approaching and understand 
how the adolescents engage with historical issues that have a high impact in their 
present contexts, and in their personal development as citizens.  
 
The structure of this compilation permits a correlation between the studies’ 
rationale, objectives and results. The study two takes up the study one’s theoretical 
discussion on the interconnections between history and citizenship. These two 
exploratory studies in turn provide insights and resources to cement the discussion 
of the four next studies, on civic engagement in the two fields. Also there is a 
correlation between the two fields studies. the study five regards the discussion of 
the study three on narratives and discourses, and the claim for the need of deepen 
the knowledge of the role of morality in the adolescents’ understanding of social 
and historical events. Similarly, the study six takes consideration of the study four’s 
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results, suggesting the relation and consequences of the assignation of positions, 
in the self-construction of the personal identity.  
 
Ultimately, this set of studies aims to contribute to the advance of youth civic 
engagement knowledge. It also seeks to bridge the gap between the two disciplines, 
bringing out the analysis of the adolescents’ meaning-making process of 
sociohistorical issues. The dissertation aims to contribute in advancing citizenship 
and history education theory, addressing particular issues emergent and 
understudied, such as emotions and morality, imbued with essential discussions of 
the two disciplines such as identity construction. It also to contribute to research, 
bringing innovative methodologies to history and citizenship inquiry that have 
been little explored, along with the methodological basis of both fields. At the end, 
it is hoped that this dissertation can help with the spread of knowledge, gladly 
sharing the findings in journals and academic spaces, but also in the everyday work 
with teacher fellows, colleagues, and all the people interested in making the world 
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1.1 Youth Civic Engagement: A Contested Field  
In 2011, the group of revolts across countries in North Africa and the Middle East 
with Arab background defined as The Arab Spring shocked the world with the 
uprising of youth. Multitudes of young people took the squares reclaiming for 
structural changes in the sociopolitical systems and new spaces of participation, in 
an unprecedented wave of social engagement in this area of the world. Interestingly, 
the Arab youth’s social engagement was characterized by diverse range of demands 
and practices, including conventional calls for democratization commonly seen in 
western countries, such as the demand for free and democratic elections, gender 
equality and the inclusion of minorities in the structure of power. (Anderson, 2011; 
Challand, 2013; Dabashi, 2012). But young people also engaged by non-conventional 
claims such as collective identity and historical claims, moral demands, ethical 
concerns and the defense of traditions, reconsidering the social bounds and ways of 
communication in their communities, simultaneously using a platform of new 
technologies to make their voices heard (Lotan, Graeff, Ananny, Gaffney, & Pearce, 
2011; Tufekci & Wilson, 2012). Non-western Arab youth was showing to the world 
that civic engagement has multiple layers, more than those conveyed by the Nation 
State.  
 
This case shows that civic engagement is fueled by different factors conditioned by 
the interactions and experiences of individuals in their societies. Ultimately, this 
case is inserted in a general concern coming from the end of the twentieth century, 
which witnessed strong socio-political shake-ups as the main structures of 
democracy were placed in doubt. The increasing lack of trust in all democratic 
sociopolitical systems, the conflicts between identity, migration and nationalisms, 
and the ebullient wave of political shifts in societies around the world, caused 
attention to turn toward the discussion on citizenship, as a way of dealing with the 
main issues of identity, representation and participation in all societies (Wallerstein, 
2016). The upsurge of interest among researchers in the last decades on citizenship, 
aimed at reinterpreting the concept from their foundations in order to fulfil the 
demands of change inside Western and non-Western societies (Haste, 2001, 2004). 
Several studies in the field of citizenship arose encompassing many different 
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approaches, most of them reconsidering the conventional frame of Western Nation 
State citizenship (Banks, 2005; Condor & Gibson, 2007; Haste, 2010; Haste & Hogan, 
2006; Osler & Starkey, 2005).  
 
This model of citizenship, very effective during the last decades, has found 
contradictions with the new realities of the twenty first century. This is mainly 
characterized by being strongly nation-state oriented and with a party-based voting 
model of social participation (Brubaker, 2004). Civic identity, as being rooted in 
national identity, is heavily influenced by historical narratives which provide a base 
of shared past, mutual recognition and common prospects for the future 
(Westheimer, 2007). Such guidelines shape citizens’ identity and participation into 
specific clusters of rights and duties in delimited spheres of collective adscription 
and action. This finds tensions with the new means of participation individuals 
consider to engage with society, and the variety of narratives and discourses at 
disposal in their contexts, which have a strong influence in their construction of 
identities and collective affiliation, aside grand narratives of common past and 
collective imaginary. This supposes a formidable challenge in understanding and 
rethinking new citizens’ civic engagement, as they struggle in negotiating tensions 
between the grand narratives of citizenship, and the own subjectivities and diversity 
of social narratives they take into account to make sense of social events and 
participate in society. 
 
Recent studies defines civic engagement is a complex meaning making process which 
intermingles rational, moral, emotional and subjective variables; in its development 
identity is in dispute, as individuals navigate among different cultural narratives and 
discourses to explain social issues and engage with them (Sherrod, Torney-Purta & 
Flanagan, 2010). Emergent studies on the connections between history and 
citizenship suggest that historical narratives play an important role in people’s civic 
engagement (Davies, Hatch, Martin & Thorpe, 2002; Haste & Bermudez, 2017). 
However, this field has been little explored, leaving questions open about how these 
intersections occurs; for instance, how do young learners with colonized heritage 
explain controversial social events in which his national identity is presumably 
discriminated by a supposed historical aggressor? How they engage with the issue, 
as they are in-between collective affiliation, colonized identity, and the construction 
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of own personal identities and empowerment?; How adolescents deal with own 
colonial heritage, identity pride, and present ethic concerns on inequality, as they 
explain own group history of colonialism? From this framework, this research 
discusses the intersections between citizenship and history, in the analysis of 
adolescents’ civic engagement while making sense of sociohistorical controversial 
issues  
 
1.2. The Historical Bounds Between Citizenship and History 
Where does the current concept of citizenship come from? There is a broad 
acknowledgment that modern citizenship is grounded in the Enlightenment and the 
French Revolution’s system of ideas, which lead to the conformation of the Liberal 
Nation-State (de Madariaga, 2007; Fischman & Haas, 2012; Guerra, 1999; 
Wallerstein, 2003). The Nation-State raised a new social contract built by the 
bourgeois elites characterized by a new type of allegiance, rooted in an imagined 
common sociocultural origin, and the extension of more rights and obligations to the 
citizens. In this regard, over the last two centuries citizenship has been configured 
within the framework of the Nation-State. Modern citizenship has also been 
permeated by the social struggles of the twentieth century, which supposed the 
acknowledgment of new socioeconomic rights and of different collectives’ and 
minorities’ identities and prerogatives. This gives citizenship a sense of internal 
struggle, as it both represents the maintenance of certain group’s privileges and the 
social demands and struggle of other groups in democratize rights and participation.  
 
Two main structural dimensions characterizes modern citizenship: 1) the legal 
dimension, which entails the fair granting of rights and duties, individual and 
collective, and the participation in political life through the democratic electoral 
system, for the maintenance of these cluster of privileges and responsibilities. And 
2) the identity dimension, involving the affiliation to a specific collective identity 
that grounded in national historical narratives, strengthens group cohesion, mutual 
recognition and participation (Carretero, 2011; Liu & Hilton, 2005; Nussbaum, 
Craven & Cohen, 1996). The construction of citizenship implies largely the 
construction of a civic identity, crafted by legal mechanisms but most importantly 
by subjective, symbolic and emotional means (Donald, 2003). In this venue, civic 
identity involves the idea of instilling in individuals a common legacy, shared values 
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and common prospects for the future. This has been historically grounded in national 
history that in accounting for the common past cements collective identity, 
highlighting the events of the origin of the nation and exolting the historical 
processes of emancipation and defense of the country (Anderson, 2006; Billig, 1995; 
Lawrence, 2005).   
 
In consolidating national identity, historical narratives set the group of historical 
agents that lead the nation’s historical evolution. In most history lessons the main 
storyline deals with the main historical protagonists in the nation's modern 
configuration, portrayed as “founding fathers” who gained freedom and rights for 
people, though in reality they often are privileged elites seeking further 
improvement of their political or economic status (Barton & Levstik, 2004; Brubaker, 
2004). Then, the supposed rights gained by these founding figures, and the 
symbolism of a national community, are symbolically affiliated with the collective 
identity and the reproduction of the grand historical narrative taught in schools 
(Banks, 2008; Bekerman & Zembylas, 2012; Damico, Baildon & Greenstone, 2010). 
This facilitates reproduction of the national identity discourse and the accompanying 
rejection of subordinate groups’ identities in these narratives (Liu & Hilton, 2005). 
These characters embody collective identity, provide new citizens of historic role 
models to identify with, as well as civic values to follow. Historical agents therefore 
embody the moral and social positions individuals are expected to take for 
themselves, and the possible actions that are available in the specific society (Barton 
& Levstik, 2004).  
 
All the above explains why since the emergence of modern nation-state, public 
education of citizenship has had a crucial role in individuals’ development, 
indispensable to deliver the guidelines of the good citizen (Green, 1997; Kazamias, 
2009). Also, it is not accidental that history education was included in the public 
school curricula at the same time, as it appeared essential to the development of new 
citizens’ identities (Carretero, 2011; Nakou & Barca, 2011). Both subjects sustain 
modern citizenship, as for one part, civic education provides the explicit knowledge 
to become an effective citizen, such as the logics of the socio-political system and the 
venues of social participation. For the other, history education offer the symbolic 
contents to create a sense of belonging, the collective identity, through a compelling 
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national historical narrative of shared roots and goals that motivates to build a 
common future (Barton & Levstik, 2008; Carretero, 2011; Carretero & Bermudez, 
2012). This  facilitated the interlacing between citizenship and history education 
goals, creating the notion of responsible citizenship as the maintenance of the 
Nation-State, by the internalization of national identity and the historical narratives 
that make sense of the nation. 
  
1.3. Citizenship Education and Youth Civic Engagement 
One of the main agreements among policy makers, academics, teachers, and school 
programming teams devoted to education, is the importance of fostering youth civic 
engagement to grow thriving and democratic societies. The agreement on the 
relevance of civic engagement is solid ground, as this cements the path for youth to 
become effective citizens and active social agents sustaining societies’ democratic 
development. However, the consensus on the definition of civic engagement and its 
pedagogy usually ends on a slippery slope (Westheimer & Kahne, 2004). Both civic 
engagement and citizenship education become controversial when it comes to 
getting a consensus on what they are and how to go about it (Bermudez, 2012; 
Fischman & Haas, 2012; Galston, 2004; Haste, 2010; Lister et al., 2003; Westheimer 
& Kahne, 2004).  
 
This a vivid and contested field as civic engagement is quite complex and transcends 
the formal education contents and boundaries. Conventional civic engagement is 
determined by the social participation mechanisms the State offers to the 
individuals, and in this sense it is defined as the responsible participation in society 
through the designed actions by institutions, and the development of specific 
knowledge, skills and values to promote social cohesion and harmony (Torney-Purta, 
2009). Nonetheless, recent research demonstrate that civic engagement takes place 
beyond formal education, and received various meanings depending on the forms 
individuals conducted it, different from the conventional sociopolitical system of 
participation. Civic engagement is embedded in a set of intertwined systems of 
citizenship discourses and practices, constantly redefined through individuals and 
collectives experiences in different kinds of communities (Knight Abowitz & Harnish, 
2006; Torney-Purta, Lehmann, Oswald, & Schulz, 2001).  
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Citizenship education has evolved into different ways of conceiving and 
implementing civic engagement (Bennett, Wells, & Rank, 2009; Galston, 2007; Haste, 
2010; Torney-Purta et al., 2001). This makes it unlikely to reach an undivided voice 
on the issue; however, instead of looking at civic pedagogies through the lens of 
consensus, it might be more convenient to examine what each pedagogy conveys. 
Several studies have highlighted that to a certain idea of citizenship there 
corresponds particular goals, beliefs, and practices (Haste & Hogan, 2006; 
Westheimer & Kahne, 2004); thus, a citizenship education will entail a preset 
knowledge grounded in identity, social conventions, ideological choices, and moral 
stances of a particular view of society (Banks & Banks, 2009; Levine & Higgins-
D'alessandro, 2010). For instance, equality is not equitably defined and promoted 
among conservative citizenship discourses, with strongly nationalistic accounts, and 
liberal or progressive ones, which have inclusive narratives of recognition of 
marginal groups and social justice (Cochran-Smith, 2010; Vincent, 2003).  
 
Similarly, civic engagement has traditionally been measured in correlation with 
Nation-state parameters of citizenship. Such parameters equate prototypical 
engagement to personal responsible involvement, voting-related behavior and party 
affiliation. In this frame, it is understandable that there appears claims of great and 
constant growth of disinterest in politics and a lack of social involvement among 
youth. Consequently, young people are seen as an apathetic and disenchantment 
mass, unproductive for society, and the efforts to engage them reduce to school 
manual’s simplifications of the conventional civic knowledge (Condor & Gibson, 
2007; Feldman, Pasek, Romer, & Jamieson, 2007; Galston, 2001; Henn, Weinstein, & 
Wring, 2002).  
 
While some studies show the young people’s clear disengagement from conventional 
participation, recent research also demonstrate that they are greatly involved with 
other means of social participation (Bennett, Freelon, & Wells, 2010; Haste & Hogan, 
2006; Uslaner & Brown, 2005). These novel studies inquired adolescents about what 
good citizenship is, and traditional practices such as voting and obeying the law 
remained salient among youth’s answers. Nonetheless, other practices such as web 
activism, rallies, or environmentalism, among others, are rated as equally or more 
important than the conventional participatory conduits, and motivates them to 
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participate more regularly (Flanagan, 2004; Haste & Hogan, 2006; Lister, Smith, 
Middleton, & Cox, 2003; Pattie, Seyd, & Whiteley, 2003; Roker & Eden, 2002; Torney-
Purta et al., 2001). These outcomes suggest that reinterpretations of civic 
engagement are essential to understand the new conduits of social participation of 
youth, as well as the motivations pushing them forward away from conventional 
participation, and toward becoming active social agents. 
 
1.4. History Education and Youth Civic Engagement 
Something similar occurs in history teaching research studies and findings. History 
is a knowledge constantly changing and constructed from different historiographic 
perspectives commonly in dispute. As a scientific discipline, history has live through 
an interesting debate on the construction of historical knowledge. These has been 
marked by the new history trends product of the social changes in the twentieth 
century, more focused on the sociocultural process and subjective variables of 
human evolution (such as the America’s new social history, the Italian micro-history, 
the neo-Marxist history of the Frankfurt school, or the French history of ideas). And 
the nineteenth century positivist and historicist national approaches to history, 
supported in the economic and military angles (Burke, 1990; Burke & Hobsbawn, 
1978; Collingwood, 1993; Harsgor, 1978). The translation of these disciplinary 
debates seemed to easily pass by unnoticed in the creation of the history curriculum 
in school; instead, school history seems to have its own debates about the historical 
knowledge it is provided.  
 
As mentioned earlier, the inclusion of history in the school national curricula in the 
late XIX century was aimed to strength the nation. The purpose was the education 
of citizens to inculcate in them a sense of membership and shared values, acquiring 
specific historical narratives. However, as a consequence of the diversification of the 
historians’ method and research questions throughout the twentieth century, and 
the new advances in history teaching from psychology studies in the 1980s and to 
date, school history become a contested field. Discussion was driven by tensions 
between “the view of history as a body of knowledge and as a process of knowledge” 
(Bourdillon, 2003: 19), or in other words, the teaching of national historic 
knowledge versus the teaching of historians’ skills. These opposing views led to 
differentiate two main history education objectives: to educate for nationalism, 
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teaching historical narratives of the nation’s origin and the historical evolution of 
the group; or to educate in to understand the past, fostering the expertise of young 
learners in the historians’ concepts, methods and skills (Carretero, 2011). 
 
Regardless of the type of educational goals, there is a trend among the history 
education studies in stigmatizing the students as apathetic with history and 
disengaged with the understanding of the past and the complexity of historians’ 
method and reflections. In this view, youth is dedicated only to reproduce national 
historical narratives and collective identity in vague and inconsistent personal 
accounts (Barton & Levstik, 2004). The characterization of youth attitudes toward 
history as disengagement with the past may be grounded in similar factors as the 
supposed civic disengagement; that is, that the assumed disenchantment with 
history may be related with the rejection to the nationalistic and rigid academic 
explanations of the past provided in schools.  
 
While findings show that young learners’ historical knowledge mainly characterizes 
as poor, driven by simplistic models of historical causal explanation (Carretero, 
Jacott & Lopez-Manjón, 1995), recent research also demonstrate two alternative 
facts. First, that this is not exclusive of young students but it is a trend across 
different group of ages (from children to adults), and second, that youth do engages 
with the making sense of the past, and use their historical knowledge to explain their 
present and project their personal expectations in their contexts (Bermudez, 2012). 
For instance, although it has been extensively demonstrated the strong impact of 
nationalistic interpretations of history in identity construction, recent studies –as 
those presented in this dissertation- demonstrate that adolescents search for another 
way to interpret identities. They are able to challenge official national narratives 
and negotiate own versions of identity (Barton &Levstik, 2004; Haste & Abrahams, 
2008) 
  
A global view of the above evaluations on youth civic and historical understanding 
and engagement permits a series of final reflections. All the foregoing suggests that 
civic education and history teaching are mainly built for political maintenance, since 
these subjects primarily seek to foster a type of engagement among students, which 
portray them as passive newcomers fitting into a pre-existing, entrenched 
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sociopolitical order (Carretero, Haste & Bermudez, 2015). The youth’s 
acknowledgment of conventional knowledge and practices, both civic and historic, 
speaks of a strong influence of conventional contents and discourses related to the 
nation-state notions of historical thinking and citizenship.  
 
Yet, recent studies demonstrate the existence of tensions between conventional civic 
participation, nationalistic historical understanding, and the new realities in which 
young people live and the participatory tools they use to navigate within society. 
There is evidence that students are interested in alternative ways to engage with 
history and citizenship, but is very likely that these are not available as a content in 
schools (Banks, 2004; Haste, 2010). Young people actively interpret and navigate 
their social world through conduits other than the conventional ones; they are not 
interested either in a static worldview or rigid, pre-stablished citizenship and 
history models, but rather seek more dynamic means of engagement (Levine, 2005). 
In this sense, I consider that the challenge of making citizenship education and 
history teaching engines of youth’ engagement, entails the analysis of the new tools 
young learners use to make sense of reality and the experiences they live through in 
understanding themselves and their societies. 
 
1.5. The Challenges of “de-nationalize” History and Citizenship in Education 
Up to this point, the statement of the close relationship between citizenship and 
history in the construction of national cohesion and social participation has been 
fairly elaborated. These two subjects represent the two central pillars of the Nation-
State in a great majority of countries around the world. However, for a long time it 
has been taken for granted that the natural connection between these two subjects 
lies in national identity. As explained earlier, since the formation of the Nation-
States, citizenship education has been coupled with the teaching of history to 
construct collective belonging. Over time, boundaries between history and 
citizenship have been blurred, confusing common educational goals with inculcating 
the sense of shared heritage, identity, allegiance, and a common future as essential 
features for new citizens. 
 
According to some authors (Knight Abowitz, 2002), the overlap of national identity 
with civic identity has caused that civic identity has misinterpreted as nationalism, 
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and the ideal of the responsible citizen as the good patriot. This overlap has been 
strengthened with the peak of nationalisms in the war periods in the twentieth 
century, and lately with the process of globalization offshoring labor force and the 
consequent tensions between economic migration from developing countries and 
pauperization of middle strata in immigration-receiving countries (Sassen, 1999; 
Stiglitz, 2002). Several voices has been raising warnings about the danger of 
promoting this overlap (Maalouf, 2001; Kymlicka, 2007; Nussbaum, 2008), as it may 
foster rigid national identities exclusionary of other minority or marginal identities 
in the society. Studies have shown that education based on these exclusionary 
national identities constrains people under a fixed system of values and practices 
only associated with the national master narrative (Liu & Hilton, 2005). 
 
The transformation of this nationalistic model of education both in school history 
and citizenship education entails awareness of specific issues. In the first place, that 
the theoretical differentiation of educational objectives did not mean that these are 
differentiated in real practice. Nationalistic, disciplinary and citizenship objectives 
interlace in curricula, teachers’ practices and students’ social and historical 
understanding (Bordillon, 2003). Also, while these approaches are in dispute, having 
extensively motivated criticism with detractors and advocates in each side, research 
findings evince important but insufficient advances in changing students’ historical 
and social understanding rooted in nationalistic educational objectives.  
 
There is a vast literature from the disciplinary and cognitive psychological 
approaches to history teaching and citizenship education, offering relevant outcomes 
and insights in improving both subjects. These studies provide, on the one side, solid 
diagnosis of youth’ historical understanding, along with examinations of the 
complexity of historical thinking (Carretero & Montanero, 2008; Carretero, Asensio, 
& Rodríguez Moneo, 2012; Carretero & Voss, 2012; Lee, Dickinson, & Ashby, 1997; 
Seixas, 1993; Wineburg, 1991, 1998, 2001). These studies’ findings show that the 
historical knowledge of students from different age groups is majorly poor and 
simplistic, as result of the consumption of national history. To this respect, they 
make proposals of the core historical concepts and skills to teach and develop, to 
overcome nationalistic history and reach complex historical understanding (Peck & 
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Seixas, 2008; Reisman & Wineburg, 2008; Seixas, 2006; Stearns, Seixas, & 
Wineburg, 2000).  
 
On the other, there are also outstanding examinations of youth’ civic engagement 
across several countries (Torney-Purta, et.al., 2001; Torney-Purta 2002a). Findings 
demonstrate the students’ poor civic knowledge, as well as the predominance of 
institutional-oriented practices and the dissemination of nationalistic sociopolitical 
knowledge as the basis of youth’ civic education. Outcomes also show the multi-
variability of civic practices in the world and the complexity of civic engagement in 
different contexts. From this basis, cognitive psychology researchers propose the 
development of civic skills and capabilities, such as empathy, de-centering mind, 
solidarity and critical inquiry, in order to educate responsible and autonomous 
citizens in society (Galston, 2001; Lawson, 2001; Steiner-Khamsi, Torney-Purta, & 
Schwille, 2002; Torney-Purta, Barber, & Wilkenfeld, 2007; Trotta, Jacott & Lundgren 
2008). 
 
However, these outstanding diagnoses have not been always accompanied by 
methodological strategies to achieve complex historical and social thinking, or 
evidence of outcomes reverting the trend of students’ nationalistic conventional 
learning and identity (Barton & Levstik, 2004). Studies conducted with students 
from different ages have demonstrated that it still remains a strong trend of 
distorted and essentialist representations of national identities, based on 
nationalistic and biased interpretations of the past. This grounded in simplistic 
historical causations models, inhibiting individuals’ development of complex 
historical understanding (Alridge, 2006; Carretero, 2011; Goldberg, Schwarz, & 
Porat, 2011; Hammack, 2011; Liu & Hilton, 2005; Werstch, 2004). In the same tune, 
citizenship research evince the great presence of negative attitudes such as 
intolerance and discrimination toward other collectives and identities, based on 
rigid and non-empathetic positions (Torney-Purta, 2002a, 2002c). Ultimately these 
studies show that it has not been possible to completely “de-nationalize” history and 
citizenship, and reduce the heavy influence of nationalistic social and historical 
narratives in schools and in students’ social and historical understanding (Berger, 
2010; Hansen, 2010). 
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These findings have motivated a series of debates about the new possible 
connections between history and citizenship in the development of the new citizens. 
Researchers raise questions regarding whether is necessary or not to set clear 
boundaries between citizenship and history, or if patriotism is essential for the 
twenty-first century conceptualization of citizenship and history. In the realm of 
education, questions aimed at inquiring if history really contributes to the 
development of citizenship, or if vice versa, citizenship is really a proper goal to 
history education (Westheimer, 2015; Nussbaum, 1996). Above all, the great 
challenge rests on how it can be possible to build new interconnections between 
these subjects, beyond the nation-state framework, national civic identity and 
patriotism. Otherwise, there is an acknowledgment of the importance of history in 
developing students’ alternative civic identity and engagement. Yet, the impulse of 
research on the influence of history in preparing students for democratic 
participation remains incipient (Barton & levstik, 2004). 
 
These have been heated discussions, especially those related to patriotism as the axis 
of these subjects’ intersections (Kahne & Middugh, 2006; Nugent, 2013; Myers, 2010, 
Taylor, 1999). Some researchers believe in the possibility of a civic patriotism 
suitable for the new century, based on the active civic defense of the national legacy 
(Banks, 2008; Farrah, 2007). However, there are other scholars that instead of 
revitalizing patriotism are considering new intersections between history and 
citizenship (Diorio, 2011; Gundara, 2008; MacMullen, 2011; Sunier, 2009). Samuel 
Wineburg’s reference (1999: 448) to the American Scholar’s Forum of 1998 clearly 
portrays this discussion around the new intersections between history and 
citizenship in education: “American Scholar asked 11 prominent historians to write a 
thousand words in response to the question "What history should our children learn?" 
Should children learn "the patriotism, heroism, and ideals of the nation" or the 
injustices, defeats, and hypocrisies of its leaders and dominant classes"? In response 
to Wineburg’s question, this research stand for the education of citizens critical to 
the socio-historical circumstances inhibiting democratic development and 
promoting inequality in their context and in their world.   
 
1.6. Rethinking Youth Civic Engagement, History and Citizenship in Education 
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Interestingly, at the end of the twentieth century, relevant social and academic 
discussions permeated citizenship and history conceptualization. These discussions 
mainly raised from the resounding emergence of financial and technological 
globalization, and the crisis and renewal of sciences. On the one hand, with 
globalization emerged the debate between understanding the world from the global 
dimension instead of the national approach, along with the criticism toward Social 
Sciences and Humanities in failing in promoting human development and solving 
this new issue (Morin, 1999; Wallerstein, 2016). On the other, the upsurge of new 
academic fields heavily critical to conventional academia, such as feminist theory, 
postcolonial theory and the linguistic turn, provided researchers of new frameworks 
to approach the world. These theories focus on marginal social actors and 
understudied processes such as people’s subjectivity and construction of subaltern 
identities and agency (Memmi, 1975/2010; Mbembe, 2001; Spivak,1988/2913). All 
together influenced the new ways to address history and citizenship.  
 
With the new millennium, history education entered in a new debate on its goals. 
The large number of studies demonstrating the unfeasibility of conventional school 
history, demanded avoiding educating patriots in school (Carretero & Voss, 2004; 
Carretero, 2011). Findings invite us also to transcend the rigid disciplinary approach 
to history education; the consideration of school history as a disciplinary subject for 
newly historians, seeing young learners as novice experts in history, does not have 
produced either significant results. Ultimately, raising history education from 
identity goals and disciplinary skills is relevant for the development of young 
learners. However, we consider that raising school history as a social awareness 
subject, instead of one identity or disciplinary, will best contribute to educate youth 
as active citizens. The opportunity of being aware of past and present inequalities, 
and the interconnections of past and present conditions in its origins, may enhance 
youth civic engagement and democratic development (Barton & Levstik, 2004).  
 
In the field of citizenship research, the reconceptualization of citizenship education 
has been an issue for the past two decades. It started with the strong criticism on 
the influence of patriotism on citizenship education, and continue with the debate 
on proposals such as cosmopolitanism or social justice (Nussbaum, 1996; Benhabib, 
2009; Hammack, 2011). To date, citizenship consolidates as a key topic in global 
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research, reflected in the important growth of studies turning the concept into a 
significant referent in human development, democracy, and social justice (Sherrod, 
Torney-Purta, & Flanagan, 2010; Youniss et al., 2002; Watts & Flanagan, 2007; 
Westheimer, 2015). Recent research seek to expand the scope of citizenship 
education, civic engagement, and social participation of people (Carretero, Haste, & 
Bermudez, 2015). This emerging field of research especially grounds in sociocultural 
and discursive psychology, and integrates the advances on cognitive psychology, 
such as the civic skills proposal, as those of research on citizenship in the digital age, 
cultural studies and interdisciplinary research.  It is from this new approach that 
emerges the exploration of new possible intersections between history and 
citizenship. In this respect, this dissertation inserts itself in this wave of vibrant 
studies under the umbrella of New Civics, pushing forward to new paths for civic 
engagement.  
 
All the above drives inevitably to extend the notion of civic engagement. In the last 
decades, the definition of civic action changed leading to a broadened and more 
diverse and plural notion of social engagement. This was possible with the 
widespread appearance of unconventional social forms of participation, new 
concerns engaging youth, and the expansion of civic action in the world (Sherrod, 
2010; Torney-Purta, 2001). In its core basis, the new way of conceiving civic 
engagement refers to the own scrutiny of local and global situations, to identify and 
address issues of public concern and consequently acting about it. This is closely 
related to the self-perceived involvement with and the self-sense of agency toward 
these situations; in other words, civic engagement “is about interpreting and 
evaluating a social or political situation, in the context of beliefs and values (…) that 
stir moral concern. Further, it is about whom the individual perceives as effective 
agents or channels for exercising that responsibility” (Haste & Bermudez, 2017: 
429). 
 
In line with this definition, we consider that in order to understand civic 
engagement, it is essential to analyze: a) the cultural artifacts individuals use to 
engage with specific situations, especially narratives which provide them of 
interaction and explanations; b) the discursive mechanisms people use to make 
sense of reality and c) how individuals see themselves culturally involved in social 
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issues, and how persons perceive their subjectivities are compromised in this social 
issues.  
 
1.7 Fostering and Analyzing Youth Civic Engagement: Controversies in the 
Classroom.  
This dissertation frames the analysis of the adolescents’ civic engagement in the 
emerging line of studies analyzing social and historical issues in the school. This new 
approach, which I condense here by the label of Controversies in the classroom -using 
part of the title of the outstanding book of Diana Hess (2009)-, is in consonance with 
the aim of educating youth for being critical citizens socially engaged, and agents of 
change both in history teaching and citizenship education (Barton & Levstik; Barton 
& McCully; Hess 2009; Hess & McAvoy, 2014; Westheimer & Kahne, 2004; Zembylas 
& Kambani, 2012). These studies seek to disclosure sociopolitical topics and 
discussions usually silenced or excluded in citizenship and history lessons, which 
promote the exposure of students to situations of inequality, and may foster 
awareness of injustice, structural discrimination and alternatives to these social 
conditions and relations inside and outside the school.  
 
The studies conducted to date are mostly centered on didactics and the teachers’ 
perceptions of controversies (De Wolf, et.al. 2000; Graseck, 2009; Oulton, et. al. 
2004). In turn, my dissertation focuses on the adolescents’ experiences with 
controversies in the classroom, specifically analyzing their explanations and 
meaning negotiations to make sense of issues. Despite the impulse in advancing in 
this research field, there is a strong reluctance in various social and educational 
contexts, to consider controversial issues as a core element in young learners’ 
education. The detractors of including controversies in the classroom mainly argue 
that youth is not prepared for this type of discussions and that the school is not the 
space for ideological debates (Colby, 2014; Clements, 2006; Goldberg, Schwarz, & 
Porat, 2011; Hess, 2008; Narváez, 2003; Zembylas & Kambani, 2012). From a 
different perspective, recent research has shown that social discussion and school 
teaching based on controversial topics, foster democratic education and the 
development of skills for critical and engaged citizenship (Barton & McCully, 2007; 
Chen & Berger, 2013; Hess, 2004, 2009; Haste, 2004; Westheimer & Kahne, 2004). 
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Controversy is a typical element in social life, a constant situation that allows any 
culture its identity conformation and sociocultural development, within a broader 
context with other groups. In the first place, a controversy is broadly defined as a 
topic that switch discussion on; is an issue in which people have different opinions 
(Hess, 2009) causing heated discussion marked by the expression of opposing and 
polarized views (Webster, 2003). These issues can be global, national or local (global 
warming, migration, abortion or gun control), part of the basis of social structure 
(definition of family, gender or property) and also can appear subtly embedded in 
cultural tools as advertisements, brands (Chen & Berger, 2013) and personal 
relations and language (Foucault, 1966). In this sense controversies can be explicit 
and implicit, overtly part of the social agenda or hidden in everyday micro-process 
of socialization.  
 
A controversy is also characterized by two other significant dimensions. On the one 
hand is the emotional dimension: a controversial issue tend to be a sensitive subject 
that people feel strongly about, involving opposing viewpoints that are firmly held. 
People take the issue as personal and in this sense, it provokes heavy affective 
responses among people involved in the discussion. On the other hand is the moral 
dimension, that is, usually the controversies are viewed through the lens of morality, 
being the opinions rigid judgments about the event, its correct interpretation, what 
is justifiable and who is guilty in the issue. These led to consider significant 
implications for individuals’ civic engagement, since as they engage themselves in 
making sense of the controversy, different cognitive, affective, identity and moral 
processes are implicated in their explanations, from the narratives and discourses 
at disposal in their contexts to the own personal subjectivities at stake in the event. 
 
Although there is evidence that discussion in the classroom of controversial issues 
may foster the growth of citizens, resistance to address these topics suggests the 
heavy influence of powerful cultural conventions conditioning what is appropriate 
and inappropriate in society. In this respect, the French philosopher Michel Foucault 
(1977) noted that social structures and understanding are grounded in material 
frameworks and most importantly in socio-psychological systems: society is 
organized by ruling narratives and discourses that determine the permitted and 
prohibited practices in private as well as public life. This make relevant the analysis 
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in this dissertation of the different narratives and discourses available to the 
students in their social contexts to explain controversial events and society in 
general. This in the understanding of examining the cultural tools with which and 
by which young learners negotiate explanations of social and historical issues, and 
that ultimately influence their civic engagement (Haste, 2014). 
 
In this sense, it is important to take into account the basis from which people make 
sense of controversies. In general terms, individuals reach understanding of these 
events through the filter of specific cultural master narratives. As explained earlier, 
these narratives determine the groups’ identity, history, values and destiny 
(Brockmier & Harré, 1997; Bruner, 1991, 2004; Carretero, 2011; Hammack, 2008; 
Werstch, 2002). Besides, master narratives draw upon different discourses to define 
what is normative and what is taken for granted in society, as well as legitimize 
specific means of citizenship participation, positioning, and civic identity (Haste, 
2010). In this sense, master narratives also subtly determine what is problematic. 
For instance, historical narratives legitimizes the collective group the founding 
fathers represent, determining this group identity as hegemonic, while in parallel 
subtly silences other stories and identities as diversity results problematic. 
Historical narratives also implicitly legitimize current marginalization and 
structures of power by justifying past victories and conflicts against certain groups, 
such as indigenous people (Hammack, 2011; Werstch, 2000)   
 
Controversial issues emerge as the silences, absences or omissions of certain events 
or characters that appear uncomfortable in master narratives. Besides, through 
specific mechanisms of inclusion and exclusion (Carretero & Bermudez, 2012; Haste, 
2010; Werstch, 2007), it is determined who integrates the in-group, who are the 
agents of society and who is the other, depicted most of the time as an enemy or 
opponent. People consume these narratives in every space of interaction. Specifically 
in school, young learners learn based on these narratives, and most of the time they 
make sense of controversies following these cultural accounts. That entails that 
students tend to represent the controversial events, social agents and their own 
personal identity, from the master narratives’ assumptions and cultural stereotypes. 
Nonetheless, it cannot be assumed that students neutrally consume cultural 
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narratives and discourses, but that they engage in the process of explanation, 
negotiating meanings, identity and agency (Bermudez, 2012). 
 
1.7.1. Case Studies. Citizenship and history through the controversies of “The 
Texican Whooper” and The Conquest of Mexico  
The present research aims to analyze the adolescents’ civic engagement in the 
making sense of social and historical controversial issues. In a broad view, this 
dissertation sought to examine the repercussion of past and present controversial 
issues, as well as the impact of explicit and implicit controversies, in students’ civic 
engagement. In the same lime, it is aimed to examine the commonalities and 
differences in the meaning making process of common social and historical 
controversies of adolescents from different cultural background.  From a more 
specific angle, the dissertation focuses on the analysis of the particularities of the 
adolescents’ explanations of controversies, examining their narratives, discourses 
and type of positioning, as well as the subjective implications of this process in 
personal identity, morality and emotions. Overall, this will allow the discussion of 
the different elements involved in young learners’ civic engagement, and the 
intersections between citizenship and history in it. Altogether will contribute to the 
advance of relevant debates in history and citizenship, but also about the specific 
debates about the role of identity, morality and emotions in citizenship education 
and history teaching.  
 
In order to analyze these processes, we design a comparative research involving 
young participants with common troubled past and strong nationalistic-induced 
civic engagement. We selected Mexico and Spain as exemplar of problematic 
sociohistorical bounds influencing historical understanding and social engagement. 
They are two countries with common conflicting colonial heritage and an official 
problematic national-based civic engagement. Besides, the selection of this case was 
influenced by the researchers’ sociocultural background, which represent an 
outstanding opportunity for a profound analysis of Mexico’s and Spain’s historical 
ties, allowed by the advantages of the researchers’ in-depth cultural immersion in 
the participants contexts. The two researchers conducting the research are two 
Mexican academics with long-lasting permanent residency in Spain, which allows 
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them understand the participants’ background, contexts and sensitivities regarding 
the controversies.  
 
The research was designed on the basis of two common controversial issues, one 
modern and another historical: The polemical media advertising campaign, The 
Texican Whopper by Burger King (the Texican hereinafter), and the conflicting 
Conquest of Mexico in 1521 (the Conquest hereinafter), respectively. They involve, 
on one hand, a contemporary event triggering disputes for present and historical 
conflicts, and on the other, a past event with significant implications in the present. 
These two contested events have serious impact in the participants’ identity 
construction and civic engagement. They both are permeated by nationalistic and 
colonial narratives, ideological discourses of patriotism, strong moral stances of 
national identity and prejudices of out-groups.  
 
These controversial issues have important influence on people’s emotions and 
subjectivities, boosting affective responses, moral judgments and identity claims in 
the explanations of the events. The Texican and the Conquest share similar 
structural characteristics: The characters in the events portrayed cultural 
stereotypes that speak of the master cultural narratives about “us” and the “other”. 
In the events different type of narratives coexist, from narratives of inequality to 
justice; majorly the events express assumed narratives of harmony, “encounter” and 
good ending, with underlying narratives of power and injustice. In this sense, 
controversies allow a diversity of interpretations, giving space for negotiation and 
the development of critical thinking, as well as for perpetuation of dominant cultural 
narratives and discourses of prejudices, this due to its mixture of cultural 
components and its multiple possible meanings.  
 
1.7.1.1. The Texican Whopper  
The first controversial issue examined was a mass Media event, The Texican 
Whopper, an advertising campaign of Burger King Spain (see Annex 1). In the spring 
of 2009, Burger King released the Texican in Europe causing a significant 
controversy. The advertising campaign consisted of one poster and one TV 
commercial. The poster portrays a lanky and thin American Cowboy standing right 
next to a small stocky Mexican Wrestler dressed in a cape resembling a Mexican flag, 
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over the statement “Joined by destiny”. The TV commercial describes the interplays 
between the two characters. The American Cowboy is looking for a place to live, and 
as he founds the Mexican wrestler’s housemate wanted notice, he moved with him.  
 
Then they started to team up to do the household duties, as a metaphor of the cross-
border blend of flavors. A voice-over ends the commercial saying “The taste of Texas 
with a little spicy Mexican. To understand it you should try”. The advertising 
campaign led to a vivid public discussion in both countries around cultural 
discrimination, focused on the use of cultural stereotypes, especially the 
characterization of Mexicans, national symbols, and the subtle transmission of 
discriminatory discourses. In view of many journalists and social analysts, there was 
a “hidden subliminal racism” grounded in the ad, as narratives of discrimination and 
power were underlying the assumed main message of friendship and cooperation 
conveyed.  
 
One of the most important reactions at the moment was given by the Mexican 
ambassador to Spain, Jorge Zermeño, which strongly stood against the Texican as, 
in his view, it represented a major offense to Mexico and the national identity of all 
Mexicans. He denounced that by Mexican law it is forbidden to use the Mexican 
national symbols in advertising, and that the image of Mexico shown in the 
advertisement was very offensive and degrading; “we have to tell these people that 
in Mexico we have a great deal of respect for our flag”, Zermeño stressed. He also 
warned Burger King Spain with a legal demand in case they would not withdrawal 
all the advertising campaign from all places.  
 
Finally, given the risk of the Mexican government filing a lawsuit against them, 
Burger King withdrew the advertising campaign in Spain. This event also scandalized 
the Media in Mexico and the public, and resonated in the international media as well. 
Heated debates took place in social Media, as well as offenses against Spaniards in 
general, and Burger King Spain in particular, revitalizing prejudices against 
Spaniards rooted in claims against the Spanish colonialism in Mexico during the 
sixteenth and seventeenth centuries. Years later of this controversy, this research 
found interesting reactions in Mexico and Spain, which are analyzed in the studies 
one to three listed further on. 
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1.7.1.2.  The Conquest of Mexico 
The second controversy selected is the Conquest of Mexico of 1521. This was chosen 
given its long-lasting historical significance and strong impact for Mexico and Spain, 
in terms of identity construction and civic engagement. The cornerstone of this 
historical event is the fall and subjugation of Mexico-Tenochtitlan on August 13th of 
1521, the capital city of the Mexica hegemony in Mesoamerica from the fourteenth 
century to early sixteenth century, by a small group of expeditionaries of the 
Hispanic Empire. This occurred after almost three years of encounters between 
indigenous peoples and the Conquistadors, negotiations between the Mexica leader 
Moctezuma and the Spanish leader Hernan Cortes, and continuous attacks and 
battles. The Conquest represents the seizure of power by the Spaniards and the total 
subjugation of the indigenous people.  
 
The Conquest is the main event in the history of Hispanic colonialism in America, 
along with the “Discovery”, as it marked the beginning of the colonization of the 
Americas by the Hispanic Empire, defeating one of the most dominant indigenous 
States of those times. It is the core element in the common history of Mexico and 
Spain, and determines the ways in which individuals of both countries understand 
themselves and the others. The Conquest is a content still currently generating much 
controversy and perhaps historical and social prejudices, and discriminatory 
attitudes in the collective imaginary of Mexico and Spain, due to the nationalistic 
historical explanations of the event in both countries.  
 
In general terms, school history in both countries reproduce simplistic narratives 
grounded in patriotic discourses, positioning the Conquistadors as the protagonists 
of the history, and the indigenous peoples in the background, as the defeated and 
powerless primitives. School history in both countries is weighted colonialist vision 
which states that the Hispanic Monarchy, being the most powerful monarchy of the 
sixteenth century, had the mission to civilize and Christianize the world. Thus, at 
the contact with which to them was the new continent the mission was conducted, 
controlling the territory and subjugating the primitives. (Carretero, Jacott & Lopez-
Manjón, 2002). 
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However in the early 1990s, as part of the debate generated by the five hundredth 
anniversary of the so called Discovery of America (or as it was relabeled in that 
moment, The Encounter of Two Worlds), the historiography of the history of Spanish 
colonialism in Latin America had a significant revival, making possible the 
emergence of different and renewed historical narratives, which explains the 
Conquest of Mexico from more complex interpretations, opposite to what the 
nationalist cultural narratives have described. Retaking the research of Edmundo O’ 
Gorman (1958; 1977; 2006), especially his seminal work The invention of America, 
new studies deconstructed the idea of the discovery of America and colonialism, 
taking distance from Eurocentric and patriotic interpretations, and proposing in turn 
profound examinations of the circumstances, worldviews and social groups of the 
moment (Bernand, 1998; Brading, 1991; Cañizares, 2007; Elliot, 1999; Garrido, 
2009; León Portilla, 1980, 2002, 2004; López Austin & López Luján, 2008; Lynch, 
1992, 1994; Todorov, 1982; Zavala, 1991, 2000). 
  
Research have demonstrated that the Conquest of Mexico was more complicated that 
the merely heroic prowess of a reduced group of expeditionaries taking Mexico-
Tenochtitlan. There are different studies analyzing the characteristics of the 
historical characters involved, showing the complexity of both societies (Bernand, 
1998; Brading, 1991; León Portilla, 1980). For instance, research has demonstrated 
that the mesoamerican communities were very developed civilizations, with 
complex sociopolitical and economic structures to organize the social life. However, 
most of these tribes and civilizations were ruled by the Mexica hegemony, the most 
powerful group between the 1300s and 1500s, which conducted a very authoritarian 
regime in Mesoamerica (León Portilla, 2002, 2004; López Austin & López Luján, 
2008).  
 
This caused a highly conflicting scenario in which different communities were 
rebelling against the Mexicas, coinciding with the arrival of Europeans, which make 
easy the alliances of different indigenous communities with the Expeditionaries. 
This made possible the change of interpretation of the Conquest of Mexico, from the 
battle between Spaniards and Indians, to the power struggle between the Mexicas 
and the alliance conformed by the expeditionaries and various Indian Señorios 
(lordships). There is more research showing the complexities of the Hispanic 
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monarchy ruling in Mexico and the Americas, contrary to the version of the univocal 
Hispanic domination (Elliot, 1999; Lynch, 1992, 1994). The consequences of the 
Conquest include the harsh control and exploitation of the Monarchy over indigenous 
peoples, but also there were spaces of indigenous’ autonomy and sociocultural 
negotiation that allowed complex webs of social, cultural and political recreations in 
the Mesoamerican soil, emerging a more diverse and flexible society, independent 
to some extents to the ubiquitous Hispanic power.  
 
This demonstrate that in the historiography of the Conquest there are significant 
advances to reach complex interpretations of the event, yet, the consensus on a 
single explanation is far from be achieved, and even more complicated the 
correspondence of these new historiography in society and school. Still, interesting 
results regarding these different interpretations emerge in participants’ narratives 
















































The central goal of this research derives from the above theoretical discussion, 
especially addressing the complexity of understanding and fostering youth civic 
engagement from three angles. First, in line with initiatives moving history 
teaching and citizenship education beyond the teaching of conventional 
sociopolitical systems and nationalistic history (Hess, 2009; Barton & McCully, 
2007), we aimed to implement a research grounded in alternative topics relevant 
for the engagement of youth, such as inequality, discrimination, and colonialism. 
Second, in consideration of the strong influence of history in citizens’ views of and 
engagement with society (Haste & Bermudez, 2017), we pay special attention to the 
functions of personal historical knowledge in the participants’ engagement with 
sociohistorical controversies. This, analyzing the ways participants use their 
historical knowledge to position themselves as social active agents. Finally, we 
consider that the complexity of civic engagement relies not only in the participants’ 
environment, but in the personal processes the individuals experience while 
interacting with the social world (Haste, 2014). In this sense, we take a closer look 
at the participants’ subjectivities while they make sense of the controversies. 
Overall, our aim is to contribute to deep knowledge in these topics as the research 
around them is scant. 
 
The present research also aims to contribute to the discussion on youth civic 
engagement, identifying the interconnections between the adolescents’ 
understanding of the present and the past that motivate their involvement toward 
conflicting scenarios and controversial topics. In accordance, we aim to analyze the 
subjective processes involved in the adolescents’ meaning making of the present 
and the past, and its influence in their civic engagement. Specifically, we sought to 
examine the participants’ personal identity building process, and the role of 
morality and emotions in the sense-making process of social and historical issues 
relevant for their civic engagement development. To this end, we conducted a 
comparative research examining the narratives of two hundred adolescents from 
different cultural backgrounds, Mexico and Spain, about two common socio-
historical controversies, the media event The Texican Whopper and the Conquest 
of Mexico. The participants are divided in one hundred Mexicans and one hundred 
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Spaniards, fifty of thirteen - fourteen years-old and fifty of fifteen – sixteen years-
old per each country. These adolescents share socioeconomic background and 
schooling, as it is described further on in the studies. 
 
Thus, this dissertation is grounded in one central aim, four general aims and six 









1. To analyze how participants from different cultural backgrounds make 
sense of shared controversial issues 
2. To analyze the characteristics and functions of the participants’ narratives 
and discourses, in the process of the participants’ civic engagement  
3. To analyze the subjective processes involved in the participants’ civic 
engagement 
4. To identify and analyze the intersections of the participants’ social and 




1. To examine the main common narratives and discourses among the 
participants, that evince civic engagement in the explanation of common 
controversial issues 
2. To examine the similarities and differences between the explanations of the 
participants from different cultural backgrounds about common controversial 
issues 
3. To analyze the adolescents’ personal process of civic engagement, analyzing 
the relationship between individual positioning and cultural identity  
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4. To analyze the process of self-identity construction in the participants’ civic 
engagement with controversial issues  
5. To analyze the role of morality and emotions in the participants’ 
explanations of common controversial issues and civic engagement 
6. To identity and analyze the interconnections between the participants social 
and historical understanding, and their impact in participants’ civic engagement 
 
These particular objectives drive the implementation of the dissertation’s studies. 
The study one to three analyzes the general trends of the adolescents’ explanations 
of controversies, which is particular objective one. The studies three and five aimed 
to reach particular objectives number two, as these studies present the general 
trends of explanations, as well as the common narratives and discourses among the 
two hundred adolescents. The studies four and six analyzes the particular 
objectives three and four, analyzing the general trends of positioning, and the 
influence of national identity in the participants’ explanations. The studies four and 
six also analyzes the participants’ subjectivities, specially morality and emotions 
related to the explanations of sensitive issues. Finally, all the studies address the 
particular objective number six in their final discussions, as it is also discussed in 




The process of engagement in the meaning making of controversies involves 
different variables to examine. For one part, is the examination of the narratives 
the participants construct to make sense of the events, the discourses articulating 
these accounts, and the implications of constructing these explanations. For 
another is the analysis of how, while explaining the event, the participants are 
constructing a sense of self. There is a vast literature analyzing the narrative 
construction of identity (as it is discussed in this dissertation’s studies), which 
means that people explain reality as an interaction with and from their own 
affiliation. An finally in this process, there is a third level where as individuals 
make sense of the event, they assign and take up positions throughout the 
explanations, making explicit their group affiliation and using their emotions and 
The Intersections Between History and Citizenship 
 
44 
moral judgments to negotiate their personal identities, accepting or confronting 
certain social explanations. 
 
In order to analyze these three stages, we consider a three-level methodological 
framework of analysis. First is the discursive narrative analysis, which involves the 
examination of the participants’ accounts focusing on structure and functionality. 
That entails approaching to narratives not as a cognitive product but as a mean of 
interaction. This approach conceives narrative not as a container or mirror of 
certain social representations, but as an instrument constructed by the individuals 
to interact with others and achieve some objectives (Abell, Stokoe & Billig, 2004; 
Bamberg, 2005; Bamberg, De Fina & Schiffrin, 2007). In this sense, discursive 
narrative analysis responds to the question of “what does narrative allows” rather 
than “what does narrative represents”. 
 
The discourse analysis of narratives, especially from discursive psychology, 
analyses how language is constructed and the purposes sought by this construction. 
It allows the examination of the discursive articulation of narratives, as well as of 
the discourses and discursive mechanisms individuals use to make sense of the 
world. Finally, within the framework of discourse analysis, the methodology 
integrates positioning theory to examine the participants’ subjectivities. 
Positioning theory has been a recent and vigorous line of research that has enable 
examination of peoples’ self-identity building, morality and emotions (Harré, 
Moghaddam, Cairnie, Rothbart, & Sabat, 2009). Positioning theory relies in the 
construct of position that, in opposition to the construct of role, it is not a closed 
set of practices but a more flexible construct that allows the analysis of peoples’ 
interactions and choices with their contexts, self, and peers (Davies & Harré, 1990).  
  
This dissertation’s methodological proposal draws on the discourse analysis model 
of Carla Willig (2013), the Foucauldian Discourse Analysis (FDA). It supports in 
quantitative analysis as well, building up a discursive mixed-methods approach. 
The FDA model delineates a structure of analytic stages that provides a full 
overview of the meaning making process, from the general discursive construction 
of explanation to the participants’ subjectivities. This method characterizes by six 
stages of analysis covering on one hand, the discursive construction of the object, 
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the discourses structuring explanation, and the implications in the action 
orientation of the discourses; and on the other, the positions embedded in the 
discourses, its relations with the individuals’ subjectivities and the consequences 
in practice (see annex 1). In this sense, considering this research’s goals, five stages 
of the FDA seen as the most suitable were conducted: 1. The discursive construction 
of the object; 2. The analysis of discourses; 3. The discourses’ action orientation; 
4. Positioning analysis; and 6. Subjectivity (see Annex 1). We conduct the FDA’s five 
stages in the two research fields, History and Citizenship, from the study three to 
study six. The studies one and two were exploratory examinations of the 
dissertation, that allows us to reach to this model of analysis. 
 
Thus, the studies one and two were exploratory examinations. These were 
conducted mostly following a mix-methods approach and allows us to identify 
methodological limitations and new variables for the analysis. The study one, The 
Adolescents’ Perceptions on Citizenship: Analyzing Social Engagement by 
Positioning Dilemmas, is the pilot study of the research. This study’s objective was 
to analyze the adolescents’ perception on citizenship, based on statistic 
examination supported by qualitative analysis of the students’ narratives of 
fourteen to sixteen years-old. The study allowed us to clarify the method, by 
enlighten the variables poorly examined in the pilot, those related to the 
participants’ subjectivity, which are also little explored in citizenship and history 
education research in general. The study two, Who is entitled to be citizen? Agency 
and historical representations of the indigenous in Mexican and Argentinean 
adolescents’ narratives is an empirical exploration conducted with an Argentinean 
colleague, conducting narrative analysis. This study allowed the examinations of 
the narrative construction of historical characters and historical explanations. The 
findings and limitations of this study motivate us to include the discursive 
narrative analysis implemented in the following studies.  
 
The studies three and four concern the field of citizenship research. The study 
three, How do students make sense of controversies? Narratives and discourses of 
civic engagement, has the objective to analyze the most salient discourses and the 
main implications of these in the participants’ explanations of social controversies. 
This study conducted the three first steps of FDA: the discursive construction of the 
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object; the analysis of the discourses in the participants’ narratives; and the 
discourses’ action orientation. The study four, Citizenship, Positioning and the 
Explanation of Social Issues, aimed to analyze the variety of positions the two 
hundred participants establish to explain the issues, and the signification of the 
positions assignation to the participants’ emotions, morality and identity. The 
study carried out the FDA’s stages four and six concerning positioning analysis and 
subjectivity.  
 
The study five “History on trial”. Discourses and the Functions of Moral Judgment 
in Historical Explanation, aimed to analyze in-depth the narratives of two 
adolescents, one of Spain and another of Mexico, which are representative of the 
findings of the forty interviews, in regard to how morality functions in the 
students’ historical explanations. It was conducted following the three first steps 
of FDA, as the study three (the discursive construction of the object; the analysis 
of the discourses in the participants’ narratives; and the discourses’ action 
orientation). The study six, Facing History: Positioning and identity negotiation in 
adolescents’ narratives of controversial history, discusses positioning and 
subjectivity, examining the narratives of the two students’ representative cases, in 
order to analyze the role of positioning in the interplay between historical 
explanation and identity negotiation in adolescents’ historical narratives. This 
























































Adolescents’ perceptions on citizenship: Analyzing 
social engagement by positioning dilemmas 
 




This paper reports on findings from a study of elementary children's perceptions on 
citizenship in Spain, based on individual positioning related to a mass media event 
of possible identity discrimination. The study analyses empathy and the social 
positioning of children and how through different dilemmas their positions changed 
or remained stable. These dilemmas were applied to a sample of one hundred and 
twenty students of different grades and incorporated both quantitative and 
qualitative analysis. The implications for global citizenship education are 
considered, as well as theoretical considerations on how positioning reveals complex 
dynamics of social performance among children.  
 
Introduction  
Concepts and concerns: debating citizenship education  
The long series of reflections that globalization has brought about are well known, 
running in order to understand each other not as originated in closed and 
ontological national communities, but rather as part of imaginary communities 
(Anderson, 1991). These communities, with specific histories, are interconnected 
in a new world system (Wallerstein, 2005) creating new social and global 
relationships. New millennium societies emerged with significant identity crises 
among its members, who were precluded from joint responses to local and global 
common challenges. In other words, democratic societies were not educating its 
citizens with rights and commitments under, or generating among them an 
                                                             
1 Study published in P. Cunningham & N. Fretwell (Eds.), Creating Communities: Local, National and 
Global. (pp. 558-571) London: CiCe/London Metropolitan University. 
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identity that is recognized or felt as belonging to act collectively and globally 
(Cortina, 1997).  
 
Following this, several educational researchers have refocused their studies to the 
democratic education, focusing on the concept of citizenship as a key to integrating 
the demands of social justice with the subjectivities of community members 
(Cortina, 1997). Citizenship education has been approached from different 
perspectives such as sociology, psychology, law, history, anthropology, and 
education ( e.g. Bruner, 1998; Benhabib, 2006; Davies, et.al., 2010; Haste, 1983, 
2001, 2004; Kymlicka, 1995, 2004; Kymlicka and Norman, 2000; Lawson, 2001; 
Nussbaum, 1999, 2005; Osler and Starkey, 2001, 2003, 2005; Singh, 2001; Simone 
and Kymlicka, 2002, Shapiro and Kymlicka, 1997). The main objective of Citizen 
Education is that young learners develop a commitment to their reality and their 
future and that they, based on democratic values, be agents of change in the 
present and the future.  
 
These studies are based on intertwined theoretical methodologies and assumptions 
in order to build initiatives focused on training people on universal values such as 
respect, tolerance, non-discrimination, the idea of otherness, peace, conflict 
resolution and responsible social action, among others (De la Torre, 2009; Diaz 
Barriga 2006; Trotta, Jacott and Lundgred, 2008). According to the extended 
review of literature on global education presented by Zong, Wilson and Quashiga 
(2008) and the theoretical discussion about Citizenship by Condor and Gibson 
(2007), there are three approaches to Citizenship Education: political, 
sociopsychological and identitarian.  
 
The political approach refers to fostering active social participation, that is to say, 
involvement of students in the democratic development of society through either 
formal institutional or alternative ways (Haste, 2004), both public and private, 
and along a spectrum of interventions considered more congenial and efficient to 
young learners (from electoral participation, collecting signatures, collecting 
money for charity, volunteering in NGOs or civic associations, to participation in 
demonstrations, social movements, youth, student or cyber collectives and in 
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actions related to the individual sphere, as well as alternative patterns of 
consumption and gender, blogging, and so on).  
 
The psychosocial approach refers to the individual in society at three levels: 
understanding oneself as a subject, in collusion with others in society, sharing and 
practicing democratic values (Barnea and Schwartz, 1998). To do so, the approach 
seeks to develop the ability of de-centration, the abandonment of selfishness and 
the development of prosocial attitudes in order to fully unfold in a collective and 
culturally situated setting in relation to others. It also aims at fostering capacities 
of sympathy, empathy, solidarity in the individual and commitment to the peers, 
society and others who do not belong to the individual sociocultural context (Rose, 
1990, 1996).  
 
Finally, the identity approach is based on the idea of Citizenship Education related 
to the feeling of belonging to a specific community within a global web of 
communities. Some authors have defined it as the conflict between the cynicism of 
Diogenes and the love to the nation (Nussbaum, 1999). This approach suggests that 
a person can develop an identity based on a diverse range of historical and cultural 
factors and social and global relationships, rather than just national symbols and 
official narratives of the origin of the country. In these terms, being a good citizen 
does not mean being a good patriot but being an individual that is aware of his/her 
multiple identities constructed by the interweaving of different relationships in 
different cultural contexts. This relates to the construction of an identity without 
excluding the other and being open to diversity in general.  
 
These three approaches are not mutually exclusive, on the contrary, they are 
intertwined in theory and practice, setting complex networks of action and 
reflection. Nevertheless, some researchers have criticized the fact that the idea of 
citizenship that supports these proposals is set in a context of Western stability, 
and have argued that a rethinking is needed considering also the new concepts 
emerged from the new global realities of emerging democracies and transitional 
societies, Western and non-Western, that put the different explanatory Western 
paradigms in crisis (Haste, 2004; Zong, Wilson and Quashiga, 2008).  
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One of the main topics, transverse to the three approaches regarding citizen 
education, is related to getting young people involved and to participate socially. 
Several researchers have asked themselves what kind of experiences engage young 
people and have come to several conclusions: some authors define young people's 
disengagement as apathy characterized as disillusionment toward traditional 
politics, democracy and social participation, and a lack of sense of the Other 
(Galston, 2001). Nevertheless, other studies have argued that is not apathy but 
different ways of conceiving life, society, democracy and the Other among young 
people, which lead to their disinterest in traditional political or social participation 
(Condor and Gibson, 2007; Haste, 2004; Weinstein and Wring, 2002)  
 
Considering the above, this paper aims to analyze adolescents´ perceptions on 
citizenship, focus on their sense of empathy and types of positioning toward 
cultural discrimination. Related to this, will they be able to positioning themselves 
into other ones place? Will it be the same type of positioning among young learners 
of fourteen and sixteen? Will it be the same type of positioning toward their peers 
and those in government? Thus, this research explores notions of citizenship based 
on a questionnaire applied to one hundred and twenty students, fourteen and 
sixteen years old, from middle-class schools in Madrid. This instrument uses 
different dilemmas involving the position taken by students in terms of putting 
themselves in another one´s place, facing an event of potential identity 
discrimination, considering the reactions of their peers and the government 
decisions involved.  
 
Methodology  
The study attempts to analyze students' perceptions on citizenship through a test 
based on positioning dilemmas. This test was constructed taking into account 
discussions of the Crick Report (1998) and several investigations related to the 
perception of and positioning of young people regarding social responsibility 
toward others and those in authority, as well as toward political decision-making 
processes and cultural recognition (Condor and Gibson 2007; Haste 2004; Oldfield, 
1990; Mcdonough, 2007).  
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The questionnaire was built around the advertising campaign for Burger King 
Spain (2009), The Texican Whopper (“Texican” hereafter), which once originated 
a discussion on cultural discrimination by the use of stereotypes against Mexicans 
(see Annex 2). The instrument is based on individual positioning through activities 
focused either on adolescents´ position in front of their peers, categorized as 
microcitizenship, and on government and politicians decisions, categorized as 
macrocitizenship. The test was applied to one hundred and twenty students of 
fourteen and sixteen years old (sixty per age group) from middle-class schools in 
Madrid, and was subsequently analyzed using both quantitative and qualitative 
techniques. Implementation for the present matter consisted of three phases, 
framed in the categories of microcitizenship and macrocitizenship:  
 Exposure of the poster and the video of the Texican to the students;  
 the individual positioning of students in relation to what Mexican boys and girls 
of fourteen and sixteen years old felt and believed about the Texican, based on 
hypothetical participation in a chat (microcitizenship);  
 and the individual positioning of students in relation to the actions of celebrities 
and politicians from the reaction of the Ambassador of Mexico in Spain to the 
Texican (macrocitizenship)  
Construction, conceptualization and analyses of the instrument are based on four 
categories of analysis:  
 
1. Patriotic exaltation: the student is based on a strong emotional identity to 
position and represent the social and historical realities; this category is regarded 
as very egocentric and not pro-social;  
2. Identity Reaction: the student has a realistic view of stereotypes, taking sides 
with one of the two, to position and represent the social and historical realities; 
this category is regarded as self-centered and a little bit pro-social;  
3. Relativistic opinion: the student does not feel alluded to, is detached emotionally 
from the event, and has and overall analysis that allows him/her to represent a 
more critical society and history, without taking a position. This category is 
regarded as egocentric and ambiguous, and pro-social passive, sarcastic;  
4. Perspectival view: the student becomes aware of its cultural engagement but 
critically analyzes the overall event and considers different perspectives on it, 




Age Level 1. Patriotic exaltation comments (%) 








fourteen 21 26,3 36,8 15,8 0 
Sixteen 0 29,4 41,2 23,5 5,9 
socially and historically. He/she is not self-centered and placed in what others 
involved can feel, has a pro-active social attitude.  
 
Results  
Two different analyses are exposed. On one hand, the students' position toward 
peers is analyzed, and on the other, their positioning toward government decision 
and policy makers is studied.  
 
The Burger Chat: putting ourselves in the other’s shoes  
Eight comments were selected for this task, two for each category of analysis 
outlined above. Each participant had to review every comment in terms of 
agreement or disagreement and explain their position. Quantitative and 
qualitative analyses were implemented. As shown in Table 1, regarding the level 
one (Patriotic exaltation), there are no significant differences by age in relation to 
the overall positioning of young people, from the more emotional and patriotic 
comments. Moreover, a large percentage of the orientation of the positioning of 
young people is more toward the emotional identity, self-centered (60% and 70% 
respectively), recognizing the outrage at the mockery of the symbols, and for the 
defense of the nation. 
 









This can be seen in the opinions of some participants: “totally agree!” (Elena.14); 
“I agree. If they did something similar with our (Spain) flag, I would be pissed off” 
(Miguel.14). On the other hand, a smaller percentage represents less self-centered 
positions of individual spectrum, and are mostly related to detachment with this 
situation: “hey, no big deal, let it go” (Ines.16)  
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In relation to more identity realistic comments presented (Level 2. Identity 
Reaction), it is possible to appreciate significant differences by age, finding a more 
pro-social positioning among sixteen-year-old children (sixteen, hereafter) 
compared to fourteen-year-olds (fourteen, hereafter). While more than half of 
young people of both ages is located at the most egocentric and self-centered end 
of the spectrum, another considerable percentage of young people in sixteen (41%) 
is close to pro-social levels, in contrast to the fourteen (See Table 2). 
 




Some of the most common opinions regarding the comments presented, refer to 
the identification and defense of a stereotype against another: "he does look 
inferior, but at least he is stronger and does not need help to open the pot" (Lourdes, 
16); or criticism of the stereotype that is superior, from a realistic view of it: "The 
cowboy feels superior because he is higher than the wrestler, but he needed help 
opening the pot, so, haha!..." (Carlos, 14.) In connection with the views less 
egocentric of boys and girls of sixteen, it can be seen generally a detachment 
combined with a disinterest in the issue: "Both stereotypes are false, it is pointless 
to discuss this" (Esther, 16).  
 
Continuing with the analysis, as indicated in table 3 related to the relativist 
comments presented (Level 3, relativistic opinion), very interesting results 
between the age groups were found. On the one hand, there is a significant 
decrease of more egocentric positions in both age groups (up less than a third of 
the population, although young fourteen did not answered significantly), and an 




Age Level 2. Identitary Reaction comments (%) 








fourteen 26,3 31.6 26.3 15,8 0 
sixteen 0 11,8 47,1 35,3 5,9 
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Table 3. Subjects' percentage distribution by age and positioning to 







It is important to stress that in this most pro-social majority percentage, there is 
no more predominantly disinterested points of view but rather general critical 
ironies, accompanied by criticism around governments and politicians involved in 
this situation: "The ambassador protests but in Mexico they continue eating their 
kind of hamburgers, so…” (Bea.16); "That is true, he should be working on other 
important social issues, instead of wasting time on this” (Luis.16); "What Mexicans 
should complain about is the salary of their ambassador" (Enrique.16). 
 
Continuing this trend, the positioning of young people towards more pro-social 
attitudes remains, observing statistics related to the perspectival view level. The 
more self-centered attitudes decline to almost a quarter of the population, and 
among young people of sixteen, prosocial percentage rises to 65%. (See table 4) 
 




One of the most frequent comments related to the perspectival view seems 
optimistic about intercultural dialogue, even though nowadays this does not seem 
to be the widespread: “I agree, we must learn to cooperate among cultures, despite 
of current reality” (Irene.16). However, it is worth noticing that some opinions 
related to egocentric exaltation strongly reject the intercultural dialogue and 
directly offend the other participant: “U suck! You are not a patriot!”(Eva.14); 
“That cannot be! Mexicans & yankees cannot be friends, bullshit” (Jordan.14).  
Age Level 3. Relativistic Opinion Comments (%) 








fourteen 78.9 5,3 10,3 5,3 0 
sixteen 0 17,6 5,9 23,5 5,9 
Age Level 4. Perspectival View Comments (%) 








fourteen 73.7  15,8 5,3 5,3 0 
sixteen 17,6 5.9 11,8 52,9 11,8 
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Finally, it is important to stress that the prosocial trend on what the children have 
commented by themselves continues into the Burger Chat. The majority percentage 
is in more prosocial levels, more widespread among young people sixteen (See 
Table 5). 
Table 5. Subjects' percentage distribution by age and personal opinion 
 
Age 5. Personal Opinion (%) 








fourteen 78,9  10,5 5,3 5,3 0 
Sixteen 0 11,8 23,5 41,2 23,5 
 
After reading all the comments of the Burger Chat, the participants wrote some 
interesting views about it, considering social values as respect, dialogue and some 
alternatives to the Texican problem: “I think it important that such discussions 
reach agreements, not just talk" (Bea, 16); “when we give our opinion, it must be 
done with respect” (Carlos, 16); “I do not feel offended, but I think they should be 
more careful with this type of advertising because it may offend others” 
(Esther,16); “People should think beyond flags and symbols, identity involves other 
things; nevertheless, I understand that some boys get identified with the flag and 
it is Ok to me” (Lourdes,16) As it can be seen, positioning among participants have 
changed significantly after the tasks.  
 
The ambassador`s revenge. Positioning towards government decisions  
In this task, participants were informed about the conflict that occurred in 2009 
around the Texican, specifically about the protest of Mexico's ambassador to Spain 
and the consequences that ensued; finally, given the risk of the Mexican 
government filing a lawsuit against them, Burger King withdrew the advertising 
campaign in Spain. Considering this, participants had to answer three questions: 
“Was withdrawing advertisement the best solution?; “Could another solution have 
been found? Which one?” and “As the Mexican ambassador, how would you have 
reacted and acted?” Quantitative and qualitative analyses were implemented.  
 
Related to the first question, there are significant differences between ages. More 
than half of the teenagers of fourteen believe that the best option was to remove 
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the propaganda, while among the group of sixteen, a majority believes that it was 
not the best solution (See table 6). 







It is important to note that when they were asked for another solution, a significant 
change in behavior occurred considering two situations: a large percentage of the 
population did not answer, and among the remaining population, less pro-social 
positioning increased compared to the more pro-social positioning, being 42% at 
both ages in contrast to the more pro-social representing about a third among 
young people aged sixteen and 5% among those of fourteen (see table 7). 
 
Table 7. Subjects percentage distribution by age and personal solutions 
Age Could another solution have been found? (%) 








fourteen 52,6  26,3 15,8 5,3 0 
sixteen 29,4 11,8 29,4 23,5 5,9 
 
Many alternatives proposed by the students range from disinterest to distrust 
related to the idea that other solutions are not possible; at best, the alternative of 
not removing the propaganda and re-do it by changing the size of the characters 
was the most frequent, followed by Burger King (BK hereafter) apologizing: “I 
don´t think so. It is always the same, who cares?” (Ines.14); “I would have asked 
to change the size of the characters; BK should apologize” (Carlos.16) “Fuck BK and 
all transnationals. They always do the same” (Jordan.14).  
 
Nevertheless, among the minority that has a prosocial point of view, there are 
interesting proposals, and they opt for dialogue in the search for alternatives: 
“Maybe ask Mexicans if they really think that Texican is offensive; if it is, they 






the best solution? (%) 
 No Yes 
fourteen 42,1  57,9 
sixteen 76,5 23,5 
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Finally, as it can be seen in table 8, there are significant differences between age 
groups and the positioning taken by each youth group in relation to what they 
would do if they were the Ambassador. While among the fourteen there is a 
predominance of egocentric and less pro-social attitudes (74%) among teenagers 
aged sixteen this type of position is a minority (35%). 
 
Table 8. Subjects percentage distribution by age and positioning as 
ambassador 
Age 8. As the Mexican Ambassador (%) 








fourteen 10,5  47,4 26,3 15,8 0 
sixteen 17,6 5,9 29,4 41,2 5,9 
 
It is worth noticing that non-prosocial comments are strongly reactionary, patriotic 
mixed with a kind of disillusionment to the politician performance, and related to 
corruption and incompetence: “I would have stayed quiet, do nothing and continue 
making money” (Miguel.14); “I would have reacted the same ´cause no one can make 
jokes of our national symbols; our flag is a serious matter” (Jordan.14); “I would 
have reacted more relaxed, and I would have demanded BK” (Isa.16).  
 
On the other hand, it is interesting to notice that a substantial percentage of 
participants have a prosocial attitude toward political participation, mostly among 
those sixteen. Most of them would not have reacted as the ambassador did, and 
they also proposed alternatives based on dialogue: “I would not have reacted that 
way, maybe I should talk with my fellow citizens in Spain to get an agreement about 
what to do” (Carlos,16); “I would have proposed a debate among BK, me and 
consumers interested in the Texican, don’t you think? ´cause some people may 
want to try it and they have that right” (Esther.16)  
 
General Discussion  
Although the size of the sample and the complexity of the procedure may preclude 
decisive conclusions, findings of this study shed some light on debates related to 
Global Citizenship Education and adolescents´ social engagement and development 
of empathy. As shown in the results, young learners were able to positioning 
towards the event presented, developing interesting arguments and reflections, 
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moving from disinterest and indifference to explicit positions of identification, 
sympathy, irony, sarcasm, criticism or empathy. These transitions in adolescents´ 
positioning were not in a progressive, evolutional way but in different and more 
complex forms because of the cultural, social and emotional variables related to 
them. A significant aspect is the relationship between emotions and belonging, 
more specifically the emotional belonging to the nation. Many egocentric and 
disrespectful positioning presented in the results were based on their love to their 
nation and the defense of the national symbols against the mockery or jokes of 
some students. Further studies should take into account these variables and their 
impact in the young learners´ social and empathic development, in order to achieve 
a democratic education.  
 
Moreover, it can be seen significant differences by age, noting that students of 
sixteen years old developed more pro-social arguments and positioning. It is worth 
pointing out that to the extent that they were solving the different tasks, their 
sense of empathy was increasing and so their engagement to the situation. 
Specifically related to the microcitizenship matters, their attitudes were changing 
significantly to a more pro-social positioning, more clearly among youth sixteen 
years old. Besides, they were able to stand in someone elses´ shoes. This is an 
evidence that teaching from positioning dilemmas by presenting views of peers 
can be a meaningful route to develop empathy and social engagement attitudes. 
On the contrary, results related to their positioning toward macrocitizenship 
shown disinterest, disillusionment and distrust to government institutions and 
companies.  
 
Reflecting with young learners about the decisions of professional politicians and 
corporations can create a closeness and interest in government and political 
debates and, as we can see in positions of the students, these reflections are 
needed; often young people feel excluded from social and political debates and 
treated as if they were in a stage of life waiting to be adults. Results confirmed 
that trend. Nevertheless, it is worth notice that when students were asked to 
positioning as the Ambassador, they wondered about alternatives to the conflict 
based on dialogue, respect and cooperation, using sarcasm and sense of humor 
also, showing that they can build pro-social alternatives. This may be evidence of 
 61 
a kind of personalization of empathy, considering their difficulty or lack of interest 
to develop empathy towards social institutions.  
 
Many attitudes that have been associated with apathy inherent in youth are related 
on several occasions with the lack of access to these social spaces and to the type 
of mechanisms that are carried out. This can be seen if we compare results of 
macrocitizenship and microcitizeship: young people have more prosocial attitudes 
and are more purposeful when interacting with peers' dilemmas, in contrast to the 
political and business related. Further research, and generally social debates on 
citizen participation, should consider proposals to open social participation spaces 
for young people, allowing them to become socially empower, with their own 
cultures and ways of participation. In the same way, teaching young people how 
other peers from other cultural contexts represent social participation may allow 
the development of more empathic attitudes among them, changing their 































¿Quién Puede Ser Ciudadano? Agencialidad y 
Representación de los Indígenas en las Narrativas de 
Jóvenes Mexicanos y Argentinos 
 




1. Las fronteras de la ciudadanía 
Desde finales del siglo pasado se ha venido discutiendo profundamente, en torno a 
la crisis de la democracia y cómo las sociedades regidas bajo este paradigma, 
entraron al nuevo milenio con significativos problemas de representación, 
organización y pertenencia. Esto ha implicado que al interior de éstas, los derechos 
de las personas se fueran desdibujando, así como su identidad como ciudadanos, el 
sentimiento de comunidad y el compromiso nacional (Cortina, 1997). Ante esto, 
diversos espacios de discusión reorientaron su atención sobre el replanteamiento de 
la democracia, hacia la construcción de una nueva ciudadanía (Kymlicka & Norman, 
1994). Así, este concepto se ha reformulado desde diferentes áreas del conocimiento, 
sociales y humanísticas, respondiendo tanto a la crisis del modelo democrático, como 
a los diferentes cambios de las sociedades en el mundo (Appiah, 2006; Benhabib, 
Waldron, Honig, Kymlicka, & Post, 2006; Bruner, 1997; Haste, 2004; Kymlicka & 
Norman, 1994; Kymlicka & Norman, 2000; Kymlicka, 2001; Nussbaum, Craven, 
Cohen & Joshua,1996; Osler & Starkey, 2003; Osler & Starkey, 2006). De igual 
manera, diferentes estudios y propuestas se han llevado a cabo para replantear su 
educación, enfocados en la participación, identidad y compromiso sociales de los 
nuevos ciudadanos (London & Stoke-on-Trent, 2006; Torney-Purta, 2002a; Torney-
Purta, 2002c; Westheimer & Kahne, 2003).  
 
                                                             
2 Publicado en M. F. González & A. Rosa (Eds.), Hacer(se) ciudadanos. Una psicología para la 
democracia. (pp. 287-326) Colección Educación, Crítica y Debate. Buenos Aires: Miño y Davila. 
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Dicho auge ha traído consigo no sólo una amplia producción de propuestas, sino 
diferentes controversias en torno a la construcción de la ciudadanía (Haste & Hogan, 
2006; Haste, 2010). Entre ellas destacan, por un lado, las discusiones sobre su 
sentido y definición: qué se entiende por ésta, cuáles son los contextos y visiones de 
mundo desde donde se construye, y los intereses que representa (Haste, 2004; 
Knight Abowitz & Harnish, 2006). Por el otro, los debates alrededor de los posibles 
modelos del buen ciudadano (Kahne & Westheimer, 2006; Westheimer & Kahne, 
2004), su construcción y viabilidad en diferentes contextos (Torney-Purta, 2002b), 
y las razones que le hacen comprometerse socialmente y hacia qué horizontes de 
participación (Sherrod, Torney-Purta & Flanagan, 2010).  
 
En el presente texto no se pretende agotar dichas discusiones, sino analizar la 
construcción de la ciudadanía desde fronteras específicas, delimitadas a partir de las 
siguientes interrogantes: ¿Dentro de qué ámbitos sociales y políticos se construye la 
ciudadanía?, ¿Quiénes pueden ser considerados ciudadanos?, ¿Qué define la 
identidad de éstos?, ¿De qué modo se entrecruza con otras identidades, como la 
identidad nacional? y ¿Qué papel juegan las narrativas históricas en la construcción 
de estas identidades, y en la representación del ciudadano? De este modo, los 
planteamientos que delimitan este estudio parten de ubicar el marco regulatorio en 
el que se construye la ciudadanía, los aspectos que definen dicha identidad, y los 
mecanismos por los cuales se puede ser considerado ciudadano, en un sistema legal 
y moral determinado. En otras palabras, se busca analizar no sólo cómo se construye 
la ciudadanía y se conforma su identidad, sino cómo se le representa. En específico, 
se pretende examinar el papel de las narrativas históricas en la representación del 
ciudadano, a partir del análisis de la agencialidad histórica que se le atribuye a los 
sujetos dentro de los relatos históricos de jóvenes argentinos y mexicanos.   
 
2. Naciones multiculturales, tensiones ciudadanas 
  
Como se mencionó, la ciudadanía es un concepto controvertido; además, como todo 
concepto, está social e históricamente determinado y en constante transformación. 
Ello hace que para lograr una mayor comprensión del mismo, sea necesario atender 
a su historicidad, constantes y cambios. Dentro de la base del paradigma civilizatorio 
occidental, es ampliamente reconocido que el término tiene origen en el concepto 
 65 
griego de polis (ciudad), y a partir de allí denota a todo aquel que por nacer o residir 
en ésta, adquiere la condición de vecindad y puede ser considerado ciudadano, es 
decir, un citoyen o miembro de cives (Rosa & González, en este volumen).  
 
No obstante, a partir de las revisiones historiográficas y filosóficas de finales del 
siglo XX (de Madariaga, 2007; Guerra, 1999) se ha planteado que más allá del origen 
grecorromano, las bases esenciales del ciudadano contemporáneo vienen de la 
Ilustración y del sistema de ideas de la Revolución Francesa (Fischman & Haas, 2012; 
Wallerstein, 2003). Ésta rompió con el sistema de un régimen caracterizado por la 
inmovibilidad social y una jerarquía política inalterable (Guerra, 2011), dando lugar 
a que, como menciona Wallerstein (2003, 650): “uno de los grandes gestos 
simbólicos de esta revolución fue que los títulos nobiliarios no se usarían más, y 
todos tendrían que llamarse ciudadanos”.  
 
A partir de este acontecimiento comenzó la construcción del Estado liberal y con ello 
la idea de la ciudadanía moderna. Dicha vinculación fue consolidándose, siendo el 
Estado la entidad política que administraría y otorgaría los derechos y obligaciones 
a los ciudadanos, creando no sólo una estructura social más flexible, sino una nueva 
relación de pertenencia y responsabilidad entre éstos y el Estado-Nación (Fischman 
& Haas, 2012).  De este modo, desde hace más dos siglos, la ciudadanía se ha venido 
definiendo en el marco de los Estados-Nación, entre diferentes sociedades en el 
mundo guiadas bajo el paradigma occidental.  
 
Así, aunque el concepto se ha ido transformando a lo largo de la historia de éstas y 
otras sociedades (Cortina, 1997), hay tres constantes que permanecen hasta la 
actualidad: a) Está enmarcado dentro de los límites políticos del Estado-Nación y 
definido mayormente por sus dimensiones jurídicas: implica el otorgamiento de 
derechos y obligaciones, individuales y colectivos, y la participación en la vida 
política a través del ejercicio electoral democrático; b) En general, está relacionado 
con la adscripción a una identidad nacional específica, en términos de pertenencia 
emocional, cimentada en narrativas históricas y sociales nacionales, que dan cuenta 
de un origen, historia y valores comunes (Carretero, 2011; Liu & Hilton, 2005; 
Nussbaum, Craven & Cohen, 1996);  c) y está basado en mecanismos, implícitos y 
explícitos, de inclusión y exclusión que definen quien puede ser ciudadano (Haste, 
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2010). Un gran número de países en el mundo, y en general las naciones 
latinoamericanas, siguieron el camino de la construcción de la nación a partir de 
dicho modelo y las características antes mencionadas. Éstas guían el sentido de este 
trabajo y sirven para analizar la construcción de la ciudadanía, los relatos históricos 
nacionales oficiales, así como las tensiones específicas que aparecen en las 
narrativas de los jóvenes en México y Argentina entorno a lo anterior.   
 
No obstante, a finales del siglo XX sucedieron acontecimientos específicos que 
provocaron contradicciones significativas en este modelo. El más importante fue el 
gran aumento de los procesos migratorios: grandes cantidades de personas, 
motivadas principalmente por las desigualdades socioeconómicas comenzaron a 
atravesar las fronteras en busca de la mejora en su nivel de vida, haciendo que en 
muchos de los países económicamente desarrollados y en vías de desarrollo, surgiera 
o se incrementara la coexistencia entre personas de diferentes culturas.  
 
A su vez, en gran medida como respuesta a estos procesos se exacerbaron los 
nacionalismos de los países de acogida afirmando sus identidades frente a los recién 
llegados. La tensión entre migraciones y nacionalismos dio como resultado una crisis 
en la identidad del ciudadano, en términos de quien podía serlo y quién no. Como 
comenta Kymlicka (2000: 145): “A consecuencia de todo ello, en muchos países las 
normas establecidas de la vida política se vieron cuestionadas por una nueva política 
de la diferencia cultural. (…) y las reivindicaciones de los grupos étnicos y nacionales 
han pasado al primer plano de la vida política, tanto en el ámbito interno como en el 
ámbito internacional”.  
 
Entre los países de América Latina se vivió una tensión similar entre la construcción 
del Estado en contextos multiculturales y la configuración de una ciudadanía 
uniforme, pero en otros términos. Las tensiones ciudadanas no se originaron entre 
los migrantes y ciertos grupos de habitantes del país de acogida, sino entre los 
diferentes grupos sociales y culturales que se configuraron durante la colonización 
europea y la posterior creación de los Estados-Nación americanos. Desde finales del 
siglo pasado en varios países de Latinoamérica, diferentes grupos culturales y 
étnicos, así como colectivos y minorías se movilizaron para reivindicar y hacer valer 
sus derechos, en especial los pueblos indígenas. Dichos grupos sociales, marginados 
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en derechos y cultura desde la conformación de los Estados-Nación 
latinoamericanos, llamaron a la reconfiguración del pacto social. Desde hace tiempo 
han pugnado por uno pacto más abierto y basado en el respeto a la diversidad, así 
como en la inclusión de las prácticas y las formas de gobierno de los diferentes 
grupos, en la organización sociopolítica nacional (Rodríguez, 2008; Vargas Reyes, 
2007). 
 
Estos acontecimientos evidenciaron un hecho que había sido normalizado y 
silenciado desde hace mucho tiempo: las naciones latinoamericanas, 
mayoritariamente multiculturales y socialmente diversas en su configuración, se 
habían construido a partir de un discurso hegemónico nacional unicultural, que 
excluía principalmente a los grupos indígenas de los derechos de ciudadanía 
(Quijada, 2000a; Villoro, 1996). Como señala uno de los movimientos más 
representativos de estos procesos, el Zapatismo mexicano, lo que se ha buscado es 
“Nunca más un país sin nosotr@s” (Meneses, 1998), es decir, el reconocimiento de 
los indígenas como ciudadanos plenos de la nación, eliminando la exclusión histórica 
y estructural que han vivido por siglos. Así, los países latinoamericanos se 
encontraron, y hasta la fecha, en la disyuntiva de reformular la definición del Estado 
y con ello del ciudadano en el nuevo milenio (Rodríguez, 2008; Suzán, 2003). 
 
En suma, un gran número de Estados-Nación en la actualidad, entre ellos México y 
Argentina, viven una significativa situación de conflicto: funcionan bajo la lógica de 
una ciudadanía basada en un relato hegemónico unicultural, en contextos de gran 
diversidad cultural, social y étnica. Ello significa que en su interior hay una tensión 
constante entre los grupos que reclaman el reconocimiento y respeto de sus 
diferentes identidades y derechos, y una estructura política basada en una 
ciudadanía nacional que reconoce una sola identidad cultural y ciudadana. Esta 
situación se representa no sólo en el terreno legal sino dentro de toda la sociedad en 
su conjunto, al ser perpetuada por diferentes prácticas y relaciones del entramado 
social, político e identitario. En el plano moral, la identidad nacional opera como un 
mecanismo simbólico que define tanto el sentimiento de pertenencia como el 
derecho de inclusión y reconocimiento en el Estado-Nación, y por ello se vincula –
como se analiza en el siguiente epígrafe- con la identidad ciudadana. 
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3. Identidad nacional e identidad ciudadana  
 
La construcción de la ciudadanía implica en gran medida la construcción de una 
identidad, y ésta está conformada no sólo por mecanismos jurídicos sino subjetivos 
y emocionales que crean pertenencia (Donald, 2003). Entre los países occidentales, 
la identidad del ciudadano ha estado orientada hacia la conservación del Estado, 
garante de la democracia, por medio de la participación en un sistema político 
determinado y la adscripción a una cultura nacional. Por un lado, se han 
instrumentado mecanismos de participación individuales, como la elección de 
representantes políticos, la contribución a un sistema fiscal, etc. por los que los 
ciudadanos se comprometen con la sociedad en momentos particulares y con tareas 
específicas.  
 
Por el otro, se ha inculcado entre los habitantes de la nación la idea de un legado y 
valores comunes, estructurados en una identidad colectiva orientada a la defensa y 
preservación de la misma. Esta identidad se ha construido históricamente a partir 
de un relato nacional oficial que narra un pasado común, del que destacan los 
acontecimientos del origen de la nación y los procesos de emancipación y/o la 
defensa del país, generalmente de un invasor extranjero (Anderson, 2006; Billig, 
1995; Lawrence, 2005). Según algunos autores (Knight Abowitz, 2002), la 
transferencia de esta representación de la identidad nacional en el deber ciudadano 
ha provocado que la representación de la ciudadanía se haya traslapado con el 
nacionalismo y la del ciudadano con la del patriota. Lo anterior ha sido potenciado 
en momentos históricos como las guerras en el siglo XX, así como durante los nuevos 
procesos migratorios de finales del mismo siglo, por los que la presencia extranjera 
representaba una amenaza para ciertos grupos sociales y élites del país de acogida. 
 
Al ligar la ciudadanía con el nacionalismo se ha provocado la yuxtaposición de la 
identidad ciudadana con la identidad nacional. Varias voces se han alzado para 
advertir el peligro que significa la promoción de una identidad nacional única y 
excluyente entre los habitantes de un país (Maalouf, 2001) y en naciones 
multiculturales y pluriétnicas (Kymlicka, 2003; 2007). A su vez, algunos autores 
(Nussbaum, 2008; Rosa & González, en este volumen) señalan lo inadecuado que 
resulta en términos políticos y legales confundir lo connacional con lo conciudadano. 
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Ello porque esta concepción de la ciudadanía choca con las sociedades actuales en 
términos de derecho, pertenencia y adscripción. Al interior de las mismas conviven 
una gran variedad de identidades sociales y culturales, pero se sigue reproduciendo 
de manera institucional y social, una sociedad basada en una ciudadanía ligada al 
patriotismo, y el derecho a ser ciudadano, emparejado a la adscripción a una 
narrativa del origen histórico común.  
 
En América Latina este proceso está claramente representado por las narrativas 
históricas del origen de la nación. Éstas están basadas en los procesos 
emancipatorios del siglo XIX, y relatadas desde la versión de la historiografía de 
finales del siglo XIX e inicios del XX (Guerra, 1999). Dichos relatos parten de la 
conformación de la patria, presentando las guerras de independencia americanas 
como una lucha en la cual, los habitantes de los virreinatos españoles derrotaron al 
poder imperial y obtuvieron su soberanía. Lo interesante en estas narraciones es que 
los Estados americanos que se conforman a partir de estos procesos, aunque se 
fundaron en territorios pluriétnicos, hacen recaer el protagonismo histórico en los 
miembros de un solo grupo social y cultural, los criollos –las élites integradas por 
los nacidos en el continente americano, con un origen europeo, siendo descendientes 
solamente de ellos-; éstos constituyeron la base para la creación de una identidad 
nacional latinoamericana (Quijada, 2000 a y b).  En general en América Latina, los 
relatos históricos de conformación de la nación resaltan el protagonismo criollo, al 
tiempo que dejan de lado a otros grupos tales como los indígenas. De ahí que las 
narrativas históricas de la nación no sólo presenten un “nosotros” frente a un 
enemigo exterior, sino que eliminen o silencien la presencia activa de otros grupos 
ajenos a los que crearon dicho relato.  
 
En todo caso, para naciones como las latinoamericanas, la estrategia consiste en 
crear discursivamente un “nosotros” homogéneo y ofrecerlo para su consumo 
(Wertsch, 1999) en diferentes ámbitos y a través de diferentes productos culturales, 
como la historia escolar, las películas, las novelas históricas, entre otros. No 
obstante, aunque es reciente el interés, en América Latina han aumentado las 
investigaciones (Quijada, Bernard & Schneider, 2000; León Portilla & Mayer, 2010) 
enfocadas en el estudio de los diferentes grupos que habitaban esos territorios, y 
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participaron en las guerras de independencia, ajenos a los grupos criollos y 
españoles que predominan en los relatos históricos de dichas naciones.  
 
Además de crear ese “nosotros” nacional, las narrativas crean a los protagonistas 
históricos. A éstos se les atribuye no sólo el primer plano en la trama narrativa, sino 
la capacidad y la responsabilidad de actuar, y con ello el derecho a participar en la 
nueva nación en calidad de ciudadanos. Estas atribuciones implican una cierta 
agencialidad definida dentro del contexto narrativo y que afecta diferencialmente a 
los distintos grupos históricos.  La construcción narrativa de la agencialidad de los 
diferentes sujetos históricos significa que éstos poseen una determinada capacidad 
de acción, de tomar decisiones y "actuar dentro de un escenario o trama definido en 
conjunto por una “red de fuerzas estructurales y de acciones individuales” (Damico, 
Baildon & Greenstone, 2010: 1). De este modo, el grupo o sujeto histórico en tanto 
agente, encarna y recoge el peso de la actuación dentro de un escenario histórico, 
del cual posee cierto grado de conciencia, y sobre el cual influye con sus acciones. 
Dicho de otro modo, la agencialidad histórica implica tanto la agencia como la acción, 
esto es, implica tanto la responsabilidad como la puesta en marcha y motivación de 
la acción.   
 
Uno de los problemas en la enseñanza y el aprendizaje de la historia, es que hay una 
tendencia a relacionar las acciones de los sujetos con hechos heroicos, dando cuenta 
de explicaciones históricas simplistas, sin considerar la complejidad de los eventos 
históricos (den Heyer, 2003). Esto lleva a preguntar si esta agencialidad histórica 
puede también estar relacionada con la adscripción del derecho a ciudadanía.  
 
Siguiendo estas ideas, cabe indagar por un lado, si la agencialidad adscrita a los 
grupos tradicionalmente definidos como los “héroes de la patria”, los que “forjaron 
la nación”, supone una transferencia en el derecho de éstos a ser ciudadanos; y por 
el otro, si la ausencia o neutralización de la participación de otros grupos ajenos a 
éstos, implicaría su falta de agencialidad y con ello la negación del derecho de ser 
ciudadanos plenos de la nación conformada. Por ello es que en el presente estudio, 
uno de los principales puntos que se pretende analizar es la posible transferencia de 
la agencialidad histórica atribuida a ciertos grupos históricos, en agencialidad 
ciudadana para los mismos. 
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Específicamente, se busca examinar este mecanismo en la representación de 
aquellos individuos y colectivos marginales en los relatos nacionales, a saber, los 
grupos indígenas en México y Argentina, y si su ausencia y protagonismo en los 
relatos fundacionales de las naciones, implica la falta de agencialidad y derechos de 
los mismos en su representación como sujetos de derecho, es decir, como 
ciudadanos. De igual manera interesa analizar si las narrativas históricas permiten 
realizar una operación de inclusión – exclusión al interior del “nosotros”, y si ello 
implica un ejercicio similar al interior de la identidad del ciudadano. 
 
4. ¿Quiénes son y no son ciudadanos?  Mecanismos de inclusión y exclusión en 
la construcción de la ciudadanía a partir de los relatos históricos.  
 
La premisa central entre los discursos de la ciudadanía es su carácter inclusivo, en 
tanto reivindicación democrática frente a regímenes políticos autoritarios, como 
derecho inalienable en el marco del Estado Nación (Fischman & Haas, 2012; 
Wallerstein, 2003). Desde esa perspectiva, el ciudadano es por tanto el individuo que 
tiene sus derechos básicos asegurados y que se encuentra integrado en una red 
político-cultural igualitaria que salvaguarda su bienestar. No obstante, la ciudadanía 
también está estructurada a partir de mecanismos de exclusión que determinan 
dicho estatus. En el contexto de las sociedades europeas, constituye las normas por 
las que se establecen ciertos límites, implícitos y explícitos,  para los inmigrantes y 
grupos marginales dentro de la sociedad (Haste, 2010). De hecho, la ciudadanía va 
más allá, “al funcionar como una especie de ritual por el cual la nación es 
reproducida espacialmente, defendiendo sus fronteras, neutralizando las diferencias 
en su interior en pos de la gobernabilidad, bajo el principio reduccionista de lo 
nacional” (Benhabib et al., 2006).  
 
Dichos mecanismos no se llevan tanto en el terreno legal y migratorio, como en los 
diferentes espacios de la vida social, a partir de relaciones de poder específicas que 
ocultan ciertas restricciones. La escuela es uno de los espacios en los que se 
reproducen estos mecanismos a partir del currículo (Banks & Banks, 2009). Dicha 
institución provee de narrativas específicas que perpetúan los mecanismos de 
inclusión y exclusión. En el terreno de la enseñanza de la Historia, como menciona 
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Helen Haste (2010: 167): “la identidad de los jóvenes de cualquier nación, sean 
miembros de grupos minoritarios o mayoritarios, está substancialmente 
determinada por las narrativas de inclusión y exclusión de la nación”.  
 
Ello quiere decir que la escuela integra al estudiante en una identidad nacional, 
haciéndole parte de ella con base en el aprendizaje de los símbolos y herramientas 
propias de dicha cultura. Pero esta integración puede no considerar los modos de 
reproducción cultural de procedencia del alumno, ni los relatos propios de su grupo 
cultural. Ello implica la exclusión de narrativas e identidades diferentes a la 
enseñada como oficial en el contexto escolar. De esta manera, el mecanismo de 
inclusión opera a partir de la asimilación de las culturas minoritarias, dentro de la 
cultura nacional dominante (Banks, 2008; Banks & Banks, 2009).  
 
En un primer escenario, la escuela crea un sentimiento de pertenencia a una 
identidad nacional, a la cual hay que preservar y reproducir; en un segundo, excluye 
cualquier otra manera de integración a la identidad hegemónica del país, así como 
cualquier otra narración de la identidad que no sea parte de lo connacional o lo 
originario. Las narrativas históricas nacionales a las que los ciudadanos en 
formación tienen acceso, parten de relatos escritos por la cultura dominante, 
reproduciendo sus valores y visión de mundo. En suma, la ciudadanía es construida 
como un tipo de inclusión restringida y normatizada a interés del grupo hegemónico, 
respondiendo a un modo particular de entender y pertenecer al país, con sus normas, 
valores, y su forma de relacionarse con los otros. Así, como comenta Benedict 
Anderson (2006: 165): “Los criterios de inclusión y exclusión son indicadores de la 
autodefinición de la nación. Esta autodefinición es construida desde la identidad de 
aquellos habitantes que tienen el poder de definir y regular la identidad, y ésta (…) 
es apoyada por símbolos, narrativas y discursos que cuentan historias que explican 
y fortalecen la visión del mundo de la nación”.    
 
Así, en términos analíticos, la idea del ciudadano basada en la identidad nacional 
funciona a partir de dos mecanismos de inclusión - exclusión: externa e interna. La 
primera niega al otro de manera explícita, definiéndole como invasor o como 
amenaza (Bar-Tal & Salomon, 2006), la segunda oculta la diversidad inherente al 
"nosotros". Según Carretero y Bermúdez (2012) las narrativas históricas que 
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producen las personas y que dan sentido a la identidad nacional, operan sobre una 
división que incluye y al mismo tiempo excluye a determinados grupos o personajes 
históricos. El modelo que presentan estos autores para explicar la producción y 
consumo de las narrativas históricas, comienza con la operación lógica de inclusión 
y exclusión, que contribuye a establecer el sujeto histórico, el nosotros nacional. Este 
aspecto es esencial para comprender el modo de construcción de la identidad 
nacional, la atribución narrativa de agencialidad histórica y la exclusión de otros 
sujetos históricos. A partir de esta operación, hay una acción moral por la que los 
estudiantes atribuyen todos los aspectos positivos al “nosotros” y los negativos a los 
“otros”.  
 
Teniendo en cuenta lo anterior cabe preguntar: los indígenas ¿son otros o nosotros?, 
¿de qué modo se narra su agencialidad histórica?, ¿se le percibe como sujeto y actor 
en la historia nacional? Entre otros aspectos, el presente capítulo busca responder a 
estos interrogantes a partir del estudio de las formas en que se construye la figura 
del indígena, en los relatos históricos de los jóvenes argentinos y mexicanos. En 
específico, se busca examinar cómo aparecen caracterizadas las poblaciones 
indígenas en la historia, y el papel que se les otorga en la conformación política, 
social y cultural de ambas naciones. Se considera que este tipo de análisis resulta 
fundamental para entender en profundidad los mecanismos de inclusión-exclusión 
en la construcción de las representaciones de la ciudadanía y la historia, así como 
para entender otros contextos similares a los de los dos países analizados.  
 
Resulta significativo comparar lo que sucede en dos países que pueden representar 
dos polos opuestos en la construcción de la identidad latinoamericana, Argentina y 
México: la primera, que se podría denominar como europeísta (Carretero, Jacott & 
López-Manjón, 2002; Carretero & González, 2006) y la segunda como nacional 
indigenista (Florescano, 1997; Villoro, 1996)  teniendo en cuenta el énfasis que hacen 
sobre los actores que integran la historia nacional. En el primer caso, desde un 
enfoque de la historia desde Europa, se construye el relato de la conformación de la 
nación, destacando el protagonismo de los europeos y su herencia; y en el segundo, 
desde un enfoque nacionalista, se narra el origen de la nación a partir del mestizaje 
entre españoles e indígenas, resaltando algunos aspectos culturales de las antiguas 
civilizaciones indígenas, para enaltecer la identidad moral de la nación.  




La hipótesis del estudio plantea que la agencialidad histórica atribuida a los criollos 
implica, en términos simbólicos, una transferencia en el derecho de éstos a ser 
ciudadanos plenos de la recién formada nación. Por el contrario, la ausencia o 
neutralización de la participación de otros grupos -como el de los indígenas- 
implicaría restarles agencialidad y el derecho a ser reconocidos como ciudadanos 
plenos.  
 
Hasta el momento, los diferentes estudios se han centrado en estudiar los relatos 
históricos que producen personas sobre la historia nacional de su país, como un 
modo de investigar cómo se comprende la historia de la propia nación y la identidad 
nacional. Pero ¿qué consecuencias tiene esa comprensión histórica a la hora de 
definir quién es ciudadano?, ¿a quiénes les corresponde por derecho propio ser 
ciudadanos? y ¿quiénes quedan excluidos? El siguiente análisis pretende ahondar en 
dichos interrogantes. 
 
5. El Otro en la construcción histórica de México y Argentina. Análisis de las 
narrativas históricas sobre el indígena, de adolescentes argentinos y 
mexicanos.  
 
Los análisis que se presentan a continuación forman parte de dos investigaciones más 
amplias, centradas en el estudio de las narrativas históricas nacionales y las 
representaciones sociales y ciudadanas, de adolescentes en Argentina y México 
(González, 2005, 2008; Carretero & González, 2004, 2006; González & Carretero, 
2013; Pérez-Manjarrez, 2012; Pérez-Manjarrez & Jacott, 2014 en preparación). Ambos 
trabajos están encaminados al estudio de los modos en que personas de diferentes 
edades, se representan los procesos históricos y cómo esto se vincula con la 
identificación nacional y el ejercicio de la ciudadanía. Una línea central de análisis en 
estos estudios busca identificar los significados, las emociones y los argumentos que 
aparecen cuando se relata la formación histórica del propio país y cuando se 
presentan contenidos controvertidos -por ejemplo, el descubrimiento y la conquista 
de América-  que interpelan las emociones asociadas a la historia nacional y a los 
sujetos históricos que allí aparecen.  
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Los estudios enfocados en el caso argentino permiten situar lo antes mencionado y 
también otros elementos que se retoman en el presente estudio. Sobre esto, se ha 
encontrado que la mayoría 3  de los adolescentes, jóvenes y adultos argentinos, 
organizan el relato de la formación de Argentina como nación alrededor de la 
actuación de los criollos que aspiran y luchan por la “libertad”, entendida como fin 
del “sometimiento español” (González, 2005: 355).  De hecho, la búsqueda de la 
libertad es el motivo que provoca y justifica la acción de los criollos durante los 
procesos de independencia. De ello se desprenden dos cuestiones centrales para el 
presente estudio, que permiten delinear la cuestión de la agencialidad de los 
diferentes grupos históricos. La primera, que los relatos producidos sobre la 
formación de la nación son, en su mayoría, un recuento de los eventos y de las 
heroicas actuaciones criollas que permitieron la independencia de Argentina. Esto 
significa que, al tiempo que se historiza la nación se la concibe como un ente 
atemporal y esencial, contenido ya en los deseos y motivaciones de los criollos, a 
quienes se los suele denominar también argentinos.  
 
La segunda, que al situar a la independencia como punto de partida narrativo se pone 
en el escenario histórico a dos actores principales en la conformación de Argentina: 
los españoles, quienes estaban en el territorio desde la colonización y privaban de 
libertades y derechos a los criollos- argentinos; y los criollos, quienes lucharon por 
su libertad y formaron la nación. En estos relatos, los indígenas no son considerados 
agentes históricos; según los entrevistados, ellos formaban parte del territorio pero 
no formaron parte de la nación (González, 2005: 360).  
 
En otros trabajos realizados sobre la representación del indígena en relatos históricos 
en Argentina, (Carretero & Kriger, 2008, 2011; Ruiz Silva, 2011) se encuentra que, 
desde la llegada de Colón, las guerras de conquista y los virreinatos, hasta los 
procesos de independencia, mestizaje y conformación de los Estados-Nación, los 
indígenas han sido relegados a la ausencia o a un segundo plano como agentes 
históricos.  Asimismo, poco o nada se menciona sobre sus derechos como ciudadanos, 
                                                             
3 Se trata de un estudio en el que participaron 80 sujetos de 12, 14, 16 años y adultos argentinos. En este 
caso, el 71% de la muestra organizó el relato de formación de la nación alrededor del tema de la 
“búsqueda de libertad”. Para más detalles se puede consultar: González, 2008; Carretero, López, González 
y Rodríguez Moneo, 2012.  
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y en todo caso, sólo se hacen referencias a las condiciones de injusticia y marginalidad 
de sus comunidades.  
 
En términos identitarios también se ubican elementos que dan cuenta brevemente del 
modo en que se entienden las contribuciones mutuas de los indígenas y de los 
colonizadores europeos, en este caso, en las narrativas de personas de diferentes 
edades en Argentina, Chile y España4. Tanto en Chile como en Argentina, la mayoría 
de los entrevistados manifestaron sentir simpatía por los indígenas, al tiempo que se 
identificaban con los colonizadores españoles. Esto introduce una nota de 
discordancia y de contradicción en los argumentos identitarios de estas personas ya 
que, por un lado, simpatizan con algunos valores indígenas como el respeto a la 
naturaleza y la bondad al tiempo que los consideran víctimas de la conquista y de la 
colonización. Sin embargo, el sentimiento de simpatía no se traduce en adscripción 
identitaria, que recae en los españoles y se justifica mediante argumentos como la 
religión, el idioma y las aportaciones tecnológicas de los colonizadores europeos. 
Estos elementos sirven para elaborar  diferentes argumentos identitarios (Gonzalez 
& Carretero, 2013).   
 
A partir de todo lo anterior surgió el interés por indagar específicamente la 
representación y agencialidad de los indígenas en tanto “otros”, en los relatos 
históricos de jóvenes de México y Argentina. Así, desde el siguiente análisis se 
pregunta: ¿cómo aparecen los indígenas en estas narraciones y de qué manera se les 
caracteriza? ¿En qué medida se les atribuye agencialidad en el proceso de formación 
histórica del país? Y sobre todo: ¿Qué relación hay entre esa agencialidad atribuida, 
y su representación como ciudadanos en la historia y la nación?  
 
Para ello se han seleccionado las narrativas históricas elaboradas por un grupo de 
veinte adolescentes de dieciséis años, de los cuales diez son argentinos y diez 
mexicanos. 5  Se han considerado dos aspectos centrales de las narrativas, para 
                                                             
4 Diferentes aspectos de esta investigación se han publicado en: Carretero y González, 2004; 2006; 2008; 
González, 2008.  
5  Los datos analizados se obtuvieron de dos entrevistas semiestructuradas, sobre la conformación 
histórica de Argentina y México, por separado, que integran las investigaciones referidas anteriormente 
de los autores de este estudio. Las narrativas específicas sobre los indígenas se obtuvieron a partir de dos 
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analizar las ideas de jóvenes alrededor de los indígenas: a) la representación del 
indígena en el pasado como sujeto histórico y político; y b) la representación del 
indígena en tanto actor histórico en la conformación política del país y la identidad 
cultural. A partir de ello se ha analizado, por un lado, tanto la representación que los 
adolescentes tienen de los indígenas como sujeto histórico, como el tipo de 
agencialidad que les atribuyen como actor histórico. Por el otro, se han analizado los 
contenidos, las emociones y las negociaciones identitarias de los jóvenes de ambos 
países, en torno al indígena en la conformación política e identitaria de Argentina y 
México. Finalmente, se han encontrado interesantes semejanzas y diferencias entre 
los adolescentes argentinos y mexicanos al llevar a cabo dichos análisis. 
 
5.1. El indígena en el pasado. Representación y agencialidad históricas 
 
¿Quién es el indígena?, ¿en qué medida es un agente histórico activo para los jóvenes? 
La intención de este análisis es examinar los conocimientos y creencias de los jóvenes 
sobre los indígenas y el papel que le atribuyen en la conformación nacional de México 
y Argentina. Los relatos sobre los indígenas entre los adolescentes de ambos países, 
se estructuran a partir de tres temáticas centrales: la construcción del espacio social; 
la cosmovisión y la violencia; y su participación en la construcción política e 
identitaria de la nación.  
 
En la primera temática los jóvenes, por un lado, sitúan a los indígenas en un entorno 
específico, a la vez que les asignan atributos relacionados a éste de manera directa e 
indirecta; la forma en que plantean un contexto concreto, les permite describir las 
características del indígena. Por otro lado, al hablar de lo social, es decir, la forma en 
que organizan la vida y la interacción colectiva en dicho entorno, los jóvenes reseñan 
los tipos de organización social y política que consideran propios de los indígenas. A 
partir de la segunda temática, enfocándose en la narración de las creencias de los 
indígenas, las y los jóvenes describen sistemas de valores específicos, acompañados 
de juicios morales concretos que permiten conocer no sólo qué creen sobre ellos, si 
                                                             
preguntas: ¿Cómo eran los indígenas de esos tiempos? y ¿participaron en la conformación de la nación?, 
así como de preguntas que surgieron al momento de la entrevista, reseñadas en los extractos que se 
presentan en los siguientes apartados. 
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no la valoración moral de los mismos y el nivel de empatía que tienen hacia estos 
grupos culturales.  
 
Por último, a través de la tercera temática se analiza el papel que los jóvenes dan a 
los indígenas, dentro de los procesos históricos de formación política y cultural de sus 
países. Teniendo en cuenta las reflexiones de los jóvenes mexicanos y argentinos, 
sobre las consecuencias de la conquista de México y de la independencia de Argentina 
respectivamente, se analiza por un lado, el tipo de agencialidad que le atribuyen a los 
indígenas en la formación política y la identidad cultural de ambos países; por el otro, 
la condición política de los indígenas, es decir, si les consideran agentes con derechos, 
participación y compromiso políticos durante la formación de dichas naciones. Dichas 
temáticas en su conjunto permiten analizar en profundidad las representaciones 
sobre el indígena como agente histórico, en las historias nacionales de México y 
Argentina.  
 
5.2. La construcción del espacio social indígena 
 
Para hablar del indígena, los jóvenes de ambos países se representan en general un 
entorno natural, sin gran planeación arquitectónica y asociado a un escaso desarrollo 
tecnológico. Así, las casas eran planeadas para la subsistencia básica y de materiales 
perecederos:  
 
Los indígenas vivían en tiendas hechas de palo (Gabriela. Argentina) 
(…) Me lo imagino estilo Venecia, se movilizaban me imagino con canoas o algo así, y las casas 
eran hechas con materiales ligeros, madera o adobe. (Miguel. México) 
 
Este nivel tecnológico es parte de una sociedad mínimamente diversificada, asentada 
en espacios áridos o húmedos, con una organización social poco compleja, basada en 
lo que algunos consideran un igualitarismo social idílico; para la mayoría de 
mexicanos y argentinos, entre los indígenas no hay estratificación social y todos son 
felices:   
 
Los indígenas formaban diferentes grupos, -incas, matacos, mapuches- pero todos vivían 
parecido: dormían en casas precarias, alimentándose de lo que podían sacar del agua, pescar o 
cazar, no creo que haya frutas. (Leandro, Argentina) 
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(…) ¿Su ciudad? No sé, siempre se me imaginaba que era muy seco…de día, que no llovía, y que 
toda la gente trabajaba, todos, todos; no había nadie que fuera pobre, nada, todos eran iguales. 
Sus casas se me imaginaban como chozas pero no pobres…pero los dizque (supuestamente) 
ricos… no…todas iguales pero esparcidas, y vivían bien, ni carecían de hambre (sic) (Michelle, 
México) 
 
No obstante, entre los mexicanos hay quienes les parece que la organización social 
del espacio no es tan idílica, sino un reflejo de una sociedad más rígida, jerarquizada:   
 
[Sus casas] eran pequeñas, también porque había también un orden. No se permitía la 
holgazanería. (Miguel, México) 
 
Hay cierta libertad, pero tenían que servir cuando se les pedía, cada uno tenía su tarea (…) y la 
hacía; la vida era sumamente ordenada…no había caos porque todo tenía un cierto orden. (Axcel, 
México) 
 
Por otro lado, esta idea de una sociedad indígena poco compleja, para algunos 
igualitaria y para otros rígida, parece estar lejana a la noción de una organización 
estatal. Entre los adolescentes mexicanos, la organización política se muestra más 
orientada a la centralización del poder por parte de una persona en un entorno social.  
 
Ello se puede apreciar en la reflexión de Jocelyn:  
Igual yo creo que había también lo que es pues un solo gobernante, ¿no? y los demás lo que sería 
el pueblo, y también tenían una cultura religiosa; y pues que todo se hacía en ese mismo espacio. 
(Jocelyn, México) 
 
Por el contrario, los adolescentes argentinos mencionan que dichas sociedades no 
tenían la inteligencia para organizarse políticamente, eran incapaces de crear un 
poder central o una nación, y que su modo de vida estaba más bien relacionado con 
la vida sedentaria de los cazadores de la prehistoria. Cabe resaltar además que, como 
se mencionará más adelante, la conformación del país como tal, tanto en Argentina 
como en México, no fue tarea de los indígenas sino de otros actores históricos:   
  
Si no llegaba Colón no se hubiera formado el país, porque por ahí los indígenas no tenían la 
inteligencia que tenía un español, no necesitaba hacer nada con la inteligencia, entonces no la 
mejoraba, y no mejoraba el territorio. Y no se podría hacer un país, una nación, como es ahora. 
Sería todo campo, estaríamos todos cazando animales todo el día, todavía. (Juan Ignacio. 
Argentina). 
 
Es interesante observar como, por un lado, las y los jóvenes de ambos países coinciden 
en las características del espacio social de los indígenas. Las referencias a un pobre 
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progreso tecnológico y a una materialidad para la subsistencia atribuyen rasgos de 
atraso a las sociedades indígenas. En algún punto, como menciona Juan Ignacio, esto 
puede ser resultado de la ausencia de inteligencia de los indígenas para construir un 
espacio social más diverso, como el del otro sujeto al que lo contrapone, el español, 
situándolo en una posición de inferioridad. Así, el indígena es situado en la parte más 
baja de la escala civilizatoria, comparado a los cazadores, con escasa agencialidad 
para apropiarse de un espacio natural y hacerlo más diverso socialmente hablando.  
 
Por otro lado, resulta importante el hecho de que los jóvenes de ambos países, 
coincidan también en la idea de la organización política de los indígenas. Si bien 
plantean diferentes opciones de la organización del poder, -una la centralización del 
poder, otra la ausencia de un poder central- lo clave aquí es que tanto en México como 
en Argentina no se cree que los indígenas pudieran ser capaces de hacer un país, es 
decir, crear un poder central tan complejo que organizara un territorio y una sociedad 
más diversa. En síntesis, a partir de la representación del espacio social de los 
indígenas, las y los estudiantes de ambos países coinciden en la idea de la ausencia 
de agencialidad del indígena para organizar una sociedad como las de los jóvenes 
entrevistados, e incluso como las de otras sociedades en el pasado.  
 
5.3. Cosmovisión y violencia entre los indígenas. Tensión y negociación en las 
narrativas de los jóvenes argentinos y mexicanos 
 
Además del espacio y la organización social, el sistema de vida, creencias y valores de 
los indígenas es un elemento significativo dentro de la representación histórica de los 
jóvenes en ambos países. Entre los argentinos, se aprecia una representación idílica 
de los indígenas, por la cual éstos vivían en un estado de armonía y paz internas en 
aislamiento, hasta antes del contacto con los europeos: 
 
Los indígenas vivían pacíficamente. En lo que hoy es Argentina vivieron indígenas que los 
españoles fueron desplazando y ocupando sus territorios. (Juan Ignacio. Argentina) 
 
 (…) Los aborígenes no tenían contacto con otras civilizaciones hasta que llegaron los españoles. 
Y vivían tranquilos, corriendo, felices. (Emanuel. Argentina) 
 
Los jóvenes mexicanos comparten esta representación idílica, pero construida con 
otras referencias morales: la religión indígena y la relación con la naturaleza. 
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Asimismo, es significativo observar que dicha relación entre religión y naturaleza les 
provoca simpatía:  
 
Están como más enfocados en la naturaleza, sus costumbres. Yo creo que tenían una cultura 
muy padre (maravillosa), porque…más bien eran politeístas, ¿no? creían en varios dioses…y su 
ideología pues consistía en más, lo enfocaban en un dios de una naturaleza…no sé, del maíz, del 
agua…y también tenían un conocimiento muy amplio en lo que es en la herbolaria y todo eso… 
(Jocelyn, México) 
 
La simpatía parte también de que no sólo representan las creencias de los indígenas, 
sino características universales del ser humano: 
 
Creían en la naturaleza, los elementos. Sus deidades representaban bien muchos aspectos de la  
raza humana, lo violento, lo majestuoso, lo creativo del ser humano. (Miguel, México) 
 
Y por último, de modo similar al modo como se menciona entre los argentinos, dicha 
cosmovisión hace suponer que los indígenas vivían en armonía y felicidad:  
 
¿Y tú crees que eran felices? Pues yo creo que sí…porque al tener un contacto más con la 
naturaleza yo creo que así ellos mismos tenían un comportamiento, ¿no? yo creo que a los demás 
los veían igual, como parte de la naturaleza y que se debía tener un respeto…y pues yo sí creo 
que eran felices… (Jocelyn. México) 
 
No obstante, esta idea de estado natural de paz indígena entra en tensión con la 
representación de la violencia relacionada con ellos. Al preguntarles si los indígenas 
eran pacíficos o violentos, los jóvenes tratan de explicar de diferentes maneras las 
tensiones entre sus representaciones de violencia y cosmovisión indígenas. Para ello, 
construyen cuatro tramas narrativas en las que entretejen paralelamente ambas 
temáticas, desde el enjuiciamiento moral de los indígenas, hasta una toma de 
perspectiva más global y comprensible sobre ellos. Asimismo, por estas tramas los 
jóvenes negocian las respuestas afectivas o la simpatía que tienen hacia los indígenas, 
con las representaciones de violencia que tienen de éstos. Las cuatro tramas son las 
siguientes:  
 
a. El indio primitivo. En esta trama las y los jóvenes enjuician moralmente a los 
indígenas como incapaces de solucionar problemas, o sin el razonamiento mínimo 
necesario para hacerlo. El indígena es representado como irracional, volátil, infantil, 
hasta violento, incapaz de la convivencia social o acaso sólo en el espacio familiar:  
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¿Los indígenas? Algo tercos. Como de “yo quiero esto” pero no se solucionaba de golpes y 
sacrificios sino que iban a lo suyo…pero siempre trabajando… ¿se llevaban bien? No, no 
creo…eran como que muy indiferentes todos, excepto las familias (Michelle. México) 
 
 Si no hubiera llegado Colón los indígenas hubieran extendido sus territorios, aunque los 
indígenas son más tradicionales, no son de probar cosas nuevas; (…) ¿habitantes? Por ejemplo, 
indios, aborígenes (…) los típicos malones6 de los aborígenes… (Emanuel. Argentina) 
 
Para el caso mexicano, en esta trama se intenta conciliar la simpatía personal hacia 
el indígena con la representación de la violencia de éste último, a partir de la 
normalización de ciertas prácticas violentas como el sacrificio. Como menciona arriba 
Michelle, aunque tercos, sus soluciones no llegan al sacrificio, aunque esto sea 
también parte normal de ellos:  
 
¿Pacíficos? Un poco salvajes, porque eso de sacrificar como que no…pero pues normal, pacífico 
pero un poco violento, un poquitito nomás… (Michelle. México) 
 
b. El buen salvaje. En esta trama el indígena es representado como un sujeto 
moralmente bueno, hasta el punto en el que no se altere su estado natural. 
Inicialmente el indígena es bueno cuando está aislado, viviendo en armonía y paz; 
esto aparece de modo reiterado en las entrevistas de los jóvenes argentinos:  
Vivian en casas de paja. Eran inocentes. (Gabriela, Argentina) 
 
(…) Los aborígenes no tenían contacto con otras civilizaciones hasta que llegaron los españoles. 
Y vivían tranquilos, corriendo, felices. Los españoles pensaban que los aborígenes eran 
ignorantes y les quisieron infundir el catolicismo. (Emanuel. Argentina)  
 
De lo anterior, aunque se observa la simpatía de Emanuel hacía los indígenas se puede 
inferir que entiende que ellos no están preparados para la vida social; el indígena 
viene a ser, en todo caso, un depositario de la cultura española transmitida por los 
conquistadores.  
 
De igual modo, esta trama sirve como recurso para justificar la violencia indígena en 
tensión con la simpatía hacia sus creencias. A través de esta narrativa se representa 
                                                             
6 Malón es una voz mapuche. Su significado está asociado a los ataques sorpresivos que realizaban los 
indígenas a las poblaciones españolas o criollas en las que se apropiaban de ganado, enseres y mujeres 
jóvenes. El malón es parte del imaginario sobre los indígenas en Argentina, fuertemente influenciado por 
la enseñanza de la historia (Novaro, 2004) 
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al indígena como un individuo que sólo es violento cuando su comunidad está en 
peligro, pero que sin amenazas vive en armonía con la naturaleza y los suyos. El 
indígena en su espacio colectivo es representado como pacífico y protector, mientras 
que en relación con otros grupos se les define violentos, celosos de su espacio, 
carentes de la capacidad de mediar conflictos y relacionarse con otros indígenas u 
otras culturas: 
  
Yo creo que como comunidad sí podían ser violentos, porque se…pues se luchaba por un 
territorio, `tonces al ser invadido ese, pues podrían actuar de esa forma, violenta; pero a lo 
mejor individualmente pues, entre comunidad, sí eran pacíficos...ajá, con ellos, así como 
hermano-hermana, como familia…¿y tú por qué crees que fueran así? pues porque están viendo 
eso, que la distinta, pues bueno, que son distintos grupos, entonces al verse con otro grupo se 
sentían atacados, ¿no? protegían lo que era suyo, por cómo está dividido en grupos, simplemente 
al ser parte de otro pues ya así como que …pues actuar de esa forma violenta… (Jocelyn. México)  
 
c. La relatividad indígena. La tercera trama parte de la relatividad cultural para 
neutralizar la tensión entre la simpatía hacia la cosmovisión y la representación de 
la violencia. Esta trama, como la siguiente, se ubica entre los jóvenes mexicanos y no 
así entre los argentinos, lo cual será motivo de análisis posterior. A través de esta 
narrativa, Axcel desprende al indígena de todo atributo cultural propio, para situarlo 
en el marco de las características universales de la humanidad. Así, generaliza la 
violencia indígena como un reflejo de la necesidad humana de superioridad:   
 
¿Violentos? Violentos, pero en realidad no hay gran diferencia, porque al final todos somos 
humanos y hacemos cosas malas. Tanto Europa, Oceanía…todos tienen sed de grandeza. Aquí 
había otras culturas a las que se oprimían, como en Europa. No les veo diferencia, es una 
característica humana, el ser cruel… (Axcel. México) 
 
d. La condición indígena. Por último, la cuarta trama intenta un mecanismo opuesto al 
de la anterior, intentando contextualizar al indígena en su cultura y circunstancias. 
Esta narrativa permite situar la tensión de la cosmovisión y la violencia indígenas en 
su época y sistema de creencias. En esta narrativa, el indígena es descrito como un 
sujeto histórico consciente de su entorno y de cómo socializa en él, y no está 
enmarcado en la dicotomía de bueno o malo, sino situado en su contexto. Miguel 
concilia su simpatía hacia ellos a partir de la explicación de las circunstancias y 
contradicciones de los indígenas; intentando situarse en su contexto, explica el por 
qué él cree que los indígenas actuaban esa manera, tomando distancia a la vez de 
ciertos rasgos que no comparte:  
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Ni pacíficos ni violentos, tenían sus arranques. Yo creo que luchaban por resolver sus 
necesidades y tener comodidades. Se comportaban de acuerdo a sus necesidades y su religión, 
no era hacer la guerra porque sí,  pero con base a la guerra solucionaban sus necesidades. Vemos 
también un temor a la religión, un salvajismo dentro de la religión que a mí no me agrada. Es 
algo que no puedo rescatar de las civilizaciones antiguas porque eran algo incongruentes. 
Adoraban mucho a la naturaleza, pero había sacrificios y había ciertos ataques a la naturaleza. 
(Miguel. México) 
 
Lo anterior permite puntualizar sobre ciertos aspectos interesantes, entorno a la 
significatividad que tiene la visión del mundo de los indígenas para los adolescentes 
de ambos países. Primero, cabe destacar la aparición de respuestas afectivas entre los 
jóvenes al tratar este tipo de temáticas. Tanto argentinos como mexicanos refieren 
una simpatía explicita, hacia la forma de vida y sistema de creencias de los indígenas 
-su cosmovisión-, ligados a la naturaleza. Para los adolescentes, los indígenas viven 
inicialmente en un estado de paz y armonía entre ellos y con la naturaleza, siendo 
parte de ella y respetándola. No obstante, esta representación entra en conflicto con 
el relato que da cuenta de la relación del indígena con la violencia. Es interesante 
observar cómo los jóvenes intentan hacer coherentes entre sí ambas 
representaciones, a la vez que negocian éstas con sus emociones al respecto.   
 
Un segundo aspecto sobresaliente es la diferencia en la forma en que argentinos y 
mexicanos manejan lo antes mencionado. Por un lado, en general entre los argentinos 
se plantea una representación del indígena, por la que éste es explicado como un 
sujeto incapaz de la vida social y la convivencia. Además, es pacífico cuando está 
aislado e integrado a la naturaleza, pero agresivo cuando se tiene que relacionar con 
los demás. De esta manera, para los argentinos no hay contradicción entre la forma 
de vida y la representación de la violencia sobre los indígenas, dado que éste es un 
sujeto irracional, incapaz de socializar y propenso a la violencia hacia otros –
ignorantes, hasta el momento en que los europeos se encuentran con ellos y les 
infunden el catolicismo, como menciona Emanuel.  
 
Por el contrario, entre los mexicanos no hay una representación del tipo de los 
argentinos, sido cuatro formas en que negocian las representaciones sobre el indígena 
y las emociones que les provocan estos contenidos. Es muy interesante observar 
cómo, por lado, a través de estas negociaciones narrativas y emocionales, las y los 
mexicanos sitúan al indígena como sujeto histórico en mayor o menor medida; por el 
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otro, como a partir de éstas, formulan una explicación coherente para ellos, que dota 
de sentido el pensamiento y accionar de los indígenas.  
 
Un tercer y último elemento a destacar, es el hecho de que estos mecanismos de 
negociación están orientados principalmente hacia la representación de la violencia. 
Michelle normaliza la violencia para hacer conciliar ambas representaciones –la 
violencia es normal, un poquito-; Jocelyn representa a un indígena con dos caras para 
justificar la violencia –ya que es violento sólo cuando es atacado-; Axcel generaliza la 
violencia del indígena, comparándola con la violencia del género humano, para 
neutralizarla y entenderla; y finalmente Miguel contextualiza al indígena en sus 
circunstancias para entenderlo y explicarlo, a la vez que simpatiza con él y toma 
distancia de los aspectos que no comparte. Por último, vale tomar en cuenta cómo 
estos mecanismos de representación y negociación de argentinos y mexicanos, 
plantean el modo en que se relacionan directa o indirectamente con los indígenas 
como un  “ellos” o un “nosotros”. El análisis conjunto con las otras temáticas centrales 
podría permitir realizar una inferencia de este tipo, con más argumentos, al finalizar 
la presentación de los resultados. 
 
5.4. Los indígenas en la construcción política e identitaria de la nación 
 
Como se comentó anteriormente, en general en los relatos sobre los eventos históricos 
centrales de estos países, los actores principales son las élites locales y los enemigos 
extranjeros. Dicha situación se puede observar en las narrativas de los jóvenes de 
ambos países, aunque resulta sugerente la manera en que reinterpretan estos 
silencios y ausencias sobre los indígenas, en los procesos históricos de conformación 
política e cultural.  
 
Inicialmente, es significativo resaltar cómo las y los jóvenes mexicanos se refieren a 
la Conquista de México, para enmarcar el inicio de formación histórica del país. Para 
ellos, este proceso histórico fue positivo para su desarrollo, al dotar de características 
esenciales a la identidad mexicana. Lo interesante es que en este proceso son los 
españoles los agentes históricos activos. La justificación de lo anterior parte del 
argumento del progreso, el cual anticipa cualquier reclamo de la erradicación 
indígena, en aras de la prosperidad de la cultura. Es el triunfo y la superioridad 
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españolas las que definen el rumbo e identidad del país, e incluso el presente desde 
el que narra Michelle. Los indígenas son, por tal, sujetos ajenos a la conformación de 
México, acaso como referencia histórica y sedimento de la identidad del país: 
 
Yo digo que trajo más aportes porque se creó una nueva raza y sí…creo que surgió porque tenía 
que surgir…fue bueno que nos vinieran a conquistar porque a pesar de que eran una civilización 
buena, se iban a estar matando a cada rato, entonces no íbamos a prosperar y supongo que fue 
bueno que nos vinieran a conquistar y crear algo bueno, así, fueron personas blancas que creían 
en dios, eran más elegantes, que se vinieron a mezclar con personas que creían en dioses de la 
naturaleza…y que crearan lo que ahora somos…lo que ahorita es México. (Michelle, México) 
 
Como menciona Michelle, una de las consecuencias principales de dicho evento 
histórico fue el mestizaje, elemento clave de la identidad mexicana, el cual es 
recuperado por varios adolescentes en su narrativa. Sobre esto, llama la atención 
como en la valoración de Jocelyn se observa la condición política que otorga al 
indígena; para ella, los indígenas no eran sujetos de derecho ni eran considerados 
como sujetos de derecho por los otros actores:  
 
Y al combinarse surgió lo que es el mestizaje…Había agresión y yo creo que muchas 
violaciones…y ahí fue más como….de aprovecharse de la situación de que los indígenas no tenían 
ningún derecho, mucho menos a exigir un derecho de que, pues si la viola, pues yo creo que a 
los españoles les daba igual…y pues más bien ellos se aprovechaban, no eran tanto como por, 
para relacionarse.  (Jocelyn. México) 
 
Al profundizar en este tema, centrándose en sus aportes, considera que el proceso 
como tal trajo beneficios, en especial para los indígenas en términos de derechos: 
 
Yo creo que dio más aportes para los indígenas porque al surgir eso que es el mestizaje, y como 
digo que había discriminación, pues al verse que ya, obligados yo creo los españoles, bueno, los 
que tenían poder, al verse obligados a ver que habían otras personas distintas, pues que surgió 
el mestizaje...se veían obligados a darles los mismos derechos a los indígenas… (Jocelyn. 
México) 
 
Así, según Jocelyn, a pesar de toda la violencia, los indígenas consiguieron el 
reconocimiento de igualdad y derechos como los españoles. Todo lo anterior permite 
observar tres cuestiones significativas en términos de la representación del indígena 
como sujeto de derecho: primero, que la condición inicial del indígena no supone 
derechos ni su reconocimiento político; segundo, que la adquisición de derechos por 
parte de los indígenas implicó convertirse en mestizos, es decir, perder su identidad 
para obtener derechos iguales a los de los españoles; y tercero, la adquisición es más 
un otorgamiento de derechos, es decir, los indígenas reciben el reconocimiento, son 
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depositarios de las prerrogativas que les brindan los españoles. Ello implica, en 
resumen, que los indígenas no son vistos como sujetos históricos proactivos en este 
proceso, y por ello, la agencialidad histórica atribuida a ellos es muy escasa o nula.  
 
Entre los jóvenes argentinos sucede algo parecido, cuando narran lo que para ellos es 
el origen de la nación Argentina. Se reconoce la existencia de los indígenas, pero no 
como agentes activos en la formación histórica de la nación. De hecho, se vuelve más 
evidente porque, al hablar de la independencia de Argentina, los adolescentes 
mencionan explicitamente que los indígenas no participaron en dicho proceso, y que 
fueron incapaces de participar en lo político. Los indígenas representan la falta de 
raciocinio para entender la creación de un gobierno, así como lo incivilizado, contrario 
a la idea de lo que son los actores históricos comprometidos en la conformación de la 
nación:  
 
¿Había habitantes en este territorio? Sí, los indios. ¿Y ellos participaron en 1810? No, ¿Por qué 
se te ocurre que no participaron? porque vos me decías que había  [población indígena] ¿no? 
Claro, había pero… estaba habitado por indios pero no sé, pienso porque… pienso que pensarían 
en ellos nada más, y que no entenderían las cosas así, cómo sería un gobierno y que querrían 
ser así, como salvajes y eso. (Vanesa. Argentina) 
 
De igual manera llama la atención cómo, a diferencia de los mexicanos que señalan 
el proceso de conquista como el inicio de la formación histórica del país, los 
argentinos definen la independencia como inicio de su nación y de su historia. Para 
ellos, la Argentina se forma a partir de 1810, fecha que condensa diferentes eventos 
políticos que representaron la búsqueda y el logro de la independencia por parte de 
los criollos. Como se ha observado, todo ello se usa como referencia para negar la 
participación de los indígenas en este proceso. Si bien se reconoce la existencia de 
habitantes previo a la llegada de los españoles, se insinúa que ellos no podían ejercer 
ningún tipo de poder. El relato de Matías ilustra muy bien lo anterior:  
 
¿Y cómo te parece que se va formando la Argentina en la historia?, ¿desde cuándo podes ubicar 
algún hecho? 1810. Y antes de eso, ¿Había habitantes en este territorio? Sí, los indígenas. ¿Y 
ellos participaron en la independencia? No supongo que no. Porque ya…no ellos porque ya los 
habían matado los colonizadores, Colón y… cuando llega a América, bueno los matan y…aunque 
quedaron algunos pero no eran tanta cantidad… ¿Y ellos formaron parte de la nación? Para mí 
que no porque supongo que estarían aterrorizados tratando de huir de acá, viviendo que…que, 
si bien estaban en la Argentina pero no estarían tanto en el poder, en el mandato… (Matías. 
Argentina) 
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Cabe resaltar también que dentro de esta narración no sólo se insinúa un vacío 
histórico ajeno a la historia nacional de Argentina, lo anterior a 1810, sino que los que 
existieron antes de esa fecha sobrevivieron como una minoría marginada, 
desinteresada de participar dentro de la nación; ajenos al poder, estarían más 
aterrorizados tratando de huir de acá, que interesados en participar en la vida política. 
De igual modo, no sólo se menciona el desinterés sino el rechazo a que los indígenas 
integraran la nación o fueran parte esencial de la misma. Si bien Matías considera la 
situación de los indígenas ante la llegada de los españoles, toma distancia de ellos y 
justifica su exclusión de la futura nación argentina. Anticipa el argumento del 
progreso para negociar una exclusión comprensible de los indígenas; finalmente, 
como lo han hecho otros jóvenes de ambos países, recurre al argumento de la falta de 
raciocinio del indígena para justificar la creación de una nación criolla y no indígena.  
Éstos últimos no tenían ni las ideas ni la cultura necesaria para que Argentina 
progresara: 
 
Si bien yo…no sé…estaría un poco de acuerdo con los aborígenes, pero también un poco de 
acuerdo con…cuando llega Colón a América, estaría de acuerdo un 50 y un 50 porque creo que 
los primeros que habitaron fueron los indios, y no me hubiese gustado que me saquen, pero 
tampoco me hubiese gustado que…sea…mi país no tenga cultura , no tenga…y porque es como 
que necesitaba, un poco crecer Argentina…necesitaba crecer en la historia…de…desarrollarse en 
todo sentido. (…) es como que le faltaba un poco más de acontecimientos, tener acontecimientos, 
hechos importantes… Argentina se había formado en base a España, porque si bien acá había 
indios…tenían…no tenían tanta idea, ellos tomaron el territorio pero no tenía idea de lo que era 
la Argentina, de lo que iba a valer… entonces Argentina la formaron los españoles… (Matías. 
Argentina) 
 
Finalmente, cierra con el argumento de la inevitabilidad de la exclusión del indígena 
y la creación de una nación criolla, justificando la necesidad del progreso tecnológico 
y racional traído por los españoles: 
 
Y el descubrimiento de América, bueno, eso fue muy importante porque si no…no se hubiese 
llamado América y no estuviésemos como estamos hoy…no me imagino una escuela (risas)…no 
me imagino las cosas que hay, la tecnología hoy en día que hay. Y los criollos eran los 
dueños…los que primero encontraron Argentina…bah, América…  (Matías. Argentina) 
 
A partir del análisis anterior se pueden resaltar ciertas coincidencias y diferencias 
entre los jóvenes argentinos y mexicanos, en torno al indígena como actor político 
histórico. Por un lado, cabe resaltar cómo tanto mexicanos como argentinos justifican 
la exclusión histórica de los indígenas, a partir del argumento del progreso nacional. 
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Para ellos, como menciona Michelle, la nueva raza tenía que surgir, en detrimento de 
los indígenas, pues ellos no tenían ni idea, o como menciona Matías ni la cultura para 
hacer un país. El indígena es negado automáticamente como actor histórico en la 
conformación de Argentina y México, o acaso relegado a una referencia identitaria 
como se aprecia entre los mexicanos. 
 
Por otro lado, aunque los jóvenes de ambos países justifican el triunfo de los 
españoles sobre los indígenas, hay una diferencia significativa entre argentinos y 
mexicanos. Entre los argentinos, el indígena aparece claramente como excluido por 
razón de su incapacidad y su falta de raciocinio, y no tiene capacidad ni de socializar 
ni de gobernar o entender qué es el gobierno. Para estos adolescentes, queda excluida 
la posibilidad de considerar al indígena como un sujeto de derecho, marginado al 
olvido y la exclusión en la historia argentina.  En cambio entre los mexicanos, hay 
quienes como Jocelyn, dan pie a que, aunque derrotados, los indígenas pudieron ser 
considerados iguales y con derechos como los españoles, atenuando la situación de 
dominación. En síntesis, se puede observar una representación muy estable y 
coherente entre los argentinos, por la que de ninguna manera consideran a los 
indígenas como sujetos históricos, portadores de derechos, o capaces de ser agentes 
de cambio. Por el contrario, entre los mexicanos se observan diferentes narrativas 
por las que se excluye al indígena en la conformación nacional, pero también se le 
considera sujeto histórico y de derecho, capaz de ser consciente de su tiempo y de las 
acciones que lleva a cabo –como comenta Miguel anteriormente.  
 
6. Historia y ciudadanía en las sociedades actuales. Retos y perspectivas  
En el presente trabajo se ha examinado la construcción de la ciudadanía desde 
diferentes ángulos. Por un lado se ha hecho referencia a la historicidad de las 
concepciones sobre la ciudadanía y a los sistemas legales y morales sobre los cuales 
ésta se construye.  También se ha destacado cómo la identidad ciudadana conlleva 
una serie de controversias, específicamente en torno a los mecanismos de inclusión y 
exclusión que operan en el reconocimiento de la ciudadanía. Por el otro, se expuso el 
papel fundamental que juegan las narrativas históricas en la definición del "nosotros" 
y del "otros", entre las cuales hay un ir y venir entre las identidades nacionales y 
ciudadanas. Se ha destacado que, desde la escuela y en otros contextos sociales, las 
narrativas son una de las bases centrales para la construcción de la identidad nacional 
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de los nuevos ciudadanos, y en el entendido de lo expuesto, la yuxtaposición de la 
identidad nacional con la identidad ciudadana, viene a influir en el ámbito de la 
pertenencia y la representación de quién puede ser ciudadano. 
 
Siguiendo lo anterior y teniendo en cuenta los resultados encontrados en el presente 
estudio, conviene reflexionar sobre tres aspectos centrales entorno a la enseñanza de 
la historia y la educación para la ciudadanía: la construcción de las narrativas 
nacionales, la reproducción y negociación de las mismas por partes de los 
adolescentes, y las perspectivas futuras ante estas temáticas.  
 
6.1 Las narrativas históricas y la representación del ciudadano 
 En primer lugar, cabría preguntar sobre el tipo de narraciones históricas analizadas 
en este trabajo. En términos generales, las y los jóvenes de ambos países reproducen 
relatos históricos similares, que dan cuenta de una versión oficial de los hechos y los 
agentes históricos que permitieron que sus comunidades nacionales surgieran; estas 
narraciones conforman a su vez los cimientos de cada identidad nacional, mexicana 
y argentina. Estas identidades se reafirman por un lado señalando una otredad, el 
invasor español, y por el otro, construyendo un “nosotros” que conduce a la patria 
hacia la libertad y a su nacimiento como nación.  
 
Las narrativas de los jóvenes en general, ponen del lado del “nosotros” a los grupos 
que representan la agencialidad histórica, los criollos “mexicanos” o “argentinos”, la 
élite integrada por los hijos de españoles nacidos en América. Y son ellos quienes 
aparecen como agentes de cambio y sujetos de derecho, de los nuevos estados que 
contribuyeron a crear. Algo similar se puede constatar en relación con la construcción 
de la identidad nacional –“lo argentino”, “lo mexicano”-. El nosotros que aparece en 
los relatos de los jóvenes de ambos países, encarna lo nacional basándose en la 
identidad criolla, aquella que además dio lugar a la identidad nacional presente en 
México y Argentina. Al mismo tiempo, en los relatos de los jóvenes aparece un 
reconocimiento a la cultura europea como factor positivo de desarrollo e identidad de 
las culturas actuales, mexicana y argentina. En cambio, no hay referencias a los 
aportes de las culturas indígenas, sino acaso de su desaparición o marginalización. 
Esta exclusión puede operar como desconocimiento, omisión, o puede actuar 
sutilmente a través de una imagen estereotipada y simplificadora de sus 
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características culturales, sociales e históricas. Lo significativo en este punto es que 
si bien inicialmente en la conformación de la nación los criollos y lo europeos son 
planteados como opuestos, posteriormente en los relatos de los jóvenes aparecen 
como centrales y compatibles en la configuración de las identidades nacionales, dando 
lugar a lo que se entiende por lo “mexicano” o lo “argentino”. Sin embargo, en este 
proceso, el indígena no es considerado agente, ni en la conformación de la nación ni 
de la identidad. 
 
De este modo se puede afirmar que el relato producido por los jóvenes mexicanos y 
argentinos se articula alrededor de un nosotros, fundamentalmente criollo que 
excluye al indígena. Y este nosotros define un sujeto histórico que encarna la acción 
que dio lugar al nacimiento de la nación, con la carga moral que ello supone: 
sacrificio, lucha, entrega, etc., y el merecimiento a ser reconocido como sujeto de 
derecho. La trama y orientación del relato parece indicar que es éste sujeto histórico 
– el grupo de los criollos adjetivados como argentinos y mexicanos- el que formará 
parte por derecho propio de la nación que han creado, con los derechos que ellos 
conlleva. Por tanto, las narrativas construyen un nosotros que se articula doblemente, 
en la dirección de la identidad nacional y en la de la identidad ciudadana, integrando 
elementos europeos y criollos, pero no referencias indígenas. Esto conlleva a la 
exclusión de los indígenas dentro del relato de la nación, de la conformación de la 
identidad y la representación del ciudadano.  
 
Como se ha anticipado, se considera que en las narraciones analizadas se opera un 
cierto desplazamiento retórico por el cual la agencialidad histórica narrada, se 
convierte en factor de pertenencia e identidad nacional y ciudadana, lo que a su vez 
se representa como derecho a pertenecer al Estado-nación y ser ciudadano. Valdría la 
pena realizar nuevos estudios que indaguen en profundidad y de modo comparativo 
estos aspectos.  En futuros trabajos se podría estudiar detalladamente la posible 
transferencia entre la agencialidad histórica y la agencialidad ciudadana, y su impacto 
en la representación actual de los indígenas como ciudadanos en Argentina y en 
México. Ello implicaría también atender a otro tipo de narrativas y agentes, para 
poder considerar la promoción de una ciudadanía basada en múltiples identidades, 
contrario a lo que sucede en estos momentos. 
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6.2 La inevitabilidad en la historia frente a la sutil negociación de la narración  
La influencia que tienen las narrativas nacionales en los relatos de los jóvenes de 
ambos países, puede evidenciarse en el modo en que representan al indígena; éste es 
marginado, al no ser compatible con la narrativa dicotómica, de los héroes de la patria 
venciendo al invasor extranjero, forjando así la nación. No obstante, ante ciertos 
contenidos y partiendo de sus reacciones afectivas, algunos adolescentes negocian la 
imagen que tiene del indígena, a partir de sus subjetividades y bagaje cultural. Ello 
abre la posibilidad de la reflexión crítica sobre el relato del origen nacional, aunque 
de manera sutil e implícita en su narración. 
 
6.2.1 La inevitabilidad de la marginación histórica. Inclusión y exclusión hacia 
los indígenas en los relatos de jóvenes argentinos y mexicanos 
En la línea de las características de las narrativas históricas nacionales del apartado 
anterior, los jóvenes de ambos países atribuyen muy poca o nula agencialidad al 
indígena, tanto como sujeto histórico per se, como actor político en la conformación 
de la nación. En sus relatos sobre la construcción del espacio social, los indígenas son 
caracterizados como incivilizados, ignorantes y atrasados, constreñidos a su 
tecnología arcaica para la subsistencia. Asimismo, se les considera incapaces de ser 
sociables, de apropiarse de un espacio y gobernarlo.  
 
La representación del indígena como actor político no dista mucho de la anterior. En 
ambos casos se han identificado rasgos comunes, tales como la imagen simplificada 
y prejuiciada de los indígenas, quienes no son considerados protagonistas de la 
historia. En las narrativas de los jóvenes argentinos es más evidente esta 
caracterización. La inclusión del indígena en el relato histórico argentino está 
sostenida por su presencia previa en el territorio colonizado por los españoles, pero 
no hay casi ninguna valoración positiva asociada a este hecho; por el contrario, los 
jóvenes resaltan la falta de pericia tecnológica, el escaso desarrollo y organización 
social, etc., de los indígenas previo a la formación de la nación. Aun así los indígenas, 
en tanto pobladores originarios del territorio, se convierten en fundamento de la 
nacionalidad gracias a un argumento que funciona retrospectivamente. Esto es, como 
explican los jóvenes argentinos, si bien los aborígenes no participaron en los eventos 
fundacionales del Estado-nación, eran quienes habitaban el territorio entendido 
argentino desde su origen.  
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En los relatos se dice que cuando ese territorio se convirtió en Argentina gracias a la 
acción de los criollos, los indígenas pasaron a ser o a convertirse en “argentinos”. Sin 
embargo, como se ha podido analizar, esa pertenencia es problemática ya que al no 
participar en los eventos que llevaron a la independencia, los indígenas quedaron 
como suspendidos en el tiempo, del que vuelven a emerger de forma casi espontánea, 
cuando se habla de la llamada Conquista del Desierto7. En ese sentido son un “otro” 
que rápidamente se diluye en el relato de la conformación de la nación política. Como 
se puede apreciar en sus relatos, las narrativas de los jóvenes argentinos tienden 
hacia una representación muy estable en la que no hay cabida para la agencialidad de 
los indígenas en la historia. En buena parte los adolescentes mexicanos comparten 
esa representación, pero como se analiza adelante, hay diferencias significativas al 
respecto. 
 
Así, entre la mayoría de argentinos y mexicanos, el indígena es un sujeto con poca 
agencialidad por sí mismo y como actor histórico. Es un sujeto histórico que está 
presente, pero no participa en la construcción de la nación, ni tampoco es referencia 
como elemento de la identidad nacional. Pero hay una característica negativa más que 
se le atribuye al indígena, planteada desde el ámbito moral: es visto como obstáculo 
para el progreso del país. En la línea de lo que se ha encontrado en otros estudios 
sobre las sociedades en el pasado (Lee & Ashby, 2001; Lee & Shemilt, 2011)  para los 
entrevistados el indígena representa el atraso, el subdesarrollo, y en este caso 
también los antivalores de la nación: la ignorancia, la inocencia, la cobardía, así como 
el retroceso, la incivilidad, la falta de cultura y la incapacidad de vivir en sociedad y 
mucho menos de gobernar.  
 
Finalmente, ello les lleva a considerar que lo que les sucedió a los indígenas era 
inevitable y no sólo eso, sino justificable –“tenía que pasar, es que tenía que surgir, 
es lo normal; qué bueno que nos conquistaron”. Todas las atribuciones negativas al 
indígena justifican como inevitable y hasta natural su desaparición o 
                                                             
7 Se recomienda la consulta del trabajo de Ruiz Silva (2011) quien estudia las narrativas de jóvenes pobres 
bonaerenses sobre la llamada Conquista del Desierto. En este trabajo los sujetos desarrollan diferentes 
argumentos para explicar la desaparición o extinción de los indígenas antes y durante la acción militar de 
la Campaña al Desierto, realizada entre 1878 y 1885.  parte II pp. 129-192.  
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marginalización; o en el mejor de los casos, su incorporación como sujetos de derecho 
de segunda, perdiendo su identidad a cambio. En términos de comprensión histórica 
esto resulta preocupante, en tanto que una narrativa histórica pueda justificar la 
exclusión de ciertos grupos, incluso considerados parte del “nosotros”. Si como se 
mencionó de manera hipotética anteriormente, esto se transfiriera a lo ciudadano, la 
posibilidad de fomentar la desigualdad y la discriminación estaría justamente 
justificada.  
 
Sin embargo, a pesar de las diferentes características negativas que les atribuyen a 
los indígenas, y de su estatus de otredad, éstos aparecen de manera conflictiva en las 
narrativas de los jóvenes: se sitúan del lado de los “otros”, a razón de los rasgos 
negativos que representan, aunque tanto en México como en Argentina, no son 
considerados como un otro excluyente, sino que de algún modo forman parte del 
“nosotros” en la historia del país. Dicho de otra forma, si como exponen Carretero y 
Bermúdez (2012), los aspectos positivos en las narrativas son atribuidos al “nosotros” 
y los negativos al “ellos”, los indígenas pertenecerían al segundo grupo. No obstante, 
siguiendo las narrativas de los jóvenes, los indígenas aparecen en menor o mayor 
medida, integrados como “nosotros” en la historia nacional. Entonces, ¿los indígenas 
son “ellos” o “nosotros”? Basándonos en lo analizado en términos teóricos y 
empíricos, los indígenas representarían una figura alternativa, el “otro interno”; 
aquel que dentro del “nosotros” es excluido para fortalecer la unidad, en este caso 
nacional.  
 
En este orden de ideas, se puede decir que tanto en la ciudadanía como en la historia, 
operan mecanismos de exclusión no sólo externos sino internos, que perpetúan una 
imagen sólida e inalterable, de un tipo hegemónico de “nosotros”. Teniendo en cuenta 
los análisis presentados, en estos relatos el “nosotros” realiza un doble mecanismo 
de exclusión: uno explícito, al rechazar el control extranjero, y otro implícito, al 
neutralizar o silenciar a ciertos actores existentes y partícipes en los hechos 
fundacionales de la nación. En los relatos de los jóvenes argentinos y mexicanos, la 
exclusión implícita es practicada sobre los indígenas.  Todo lo anterior invita a 
considerar la necesidad de llevar a cabo estudios que, por un lado, se centren en este 
tipo de mecanismos de exclusión internos, implícitos y sutiles, que aparecen en las 
narrativas históricas y en los discursos ciudadanos. Y por el otro, sería pertinente 
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promover más investigaciones que analicen y fomenten el desarrollo de la 
comprensión y la empatía históricas entre los nuevos ciudadanos, para que sean 
capaces no sólo de ponerse en el lugar del otro, sino de situarse a sí mismos como 
“otros” en convivencia con “otros”, en la sociedad y en la historia. 
 
6.2.2. Negociar desde la subjetividad, empoderar a los marginados 
Ante este escenario, vale tomar en cuenta también dos diferencias significativas entre 
las representaciones en torno al indígena de argentinos y mexicanos. Una, la 
posibilidad que se observa entre éstos últimos de atribuirle agencialidad al indígena, 
y considerarlo sujeto consciente, activo y de derechos. La otra, la posibilidad de 
repensar críticamente las narrativas nacionales, a partir de la negociación de su 
subjetividad con la representación de ciertos aspectos del indígena.  
 
A diferencia de los argentinos, los mexicanos no niegan completamente la 
agencialidad de los indígenas, ni consideran nulo el otorgamiento de derechos para 
éstos. Si bien lo consideran como un consentimiento de los españoles, adolescentes 
como Jocelyn reconsideran la inevitabilidad de la marginación de los indígenas, al 
relatar que aunque como depositarios, los indígenas pudieron ser considerados como 
iguales. No queda claro si esto lo dice a partir de una reflexión histórica o de una 
adscripción identitaria al “nosotros indígena mexicano”, pero abre la posibilidad de 
reconsiderar al indígena como sujeto y con agencialidad en la narrativa histórica 
general mexicana.  
 
Por otro lado, se observa cómo el factor de la simpatía hacia la cosmovisión indígena 
entre los mexicanos, flexibiliza su narración y su representación sobre ellos. Este 
elemento -ausente incluso entre los argentinos, quienes desconocen esos aspectos-, 
hace aparecer una tensión entre su representación del indígena como sujeto histórico, 
y como parte del nosotros nacional de la narrativa histórica mexicana. En la narrativa 
de Michelle se puede atender lo anterior más claro: al hablar de la cosmovisión 
indígena, indistintamente cambia del nosotros al ellos según hable de la religión, la 
violencia o ambos. En otros casos, la negociación narrativa les permite reposicionar 
a los indígenas. Jocelyn justifica la violencia indígena y los posiciona como sujetos 
históricos; tienen su propia lógica interna y sólo son violentos cuando se les ataca. 
Axcel incluso los sitúa en la misma posición con otras civilizaciones importantes en 
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la historia; la indígena como otras sociedades, representa lo bueno y lo malo de la 
especie humana. Y Miguel les adscribe agencialidad, al situarlos en su contexto y 
creencias, posicionándolos como sujetos conscientes de su entorno y de sus actos.    
 
Así, resulta muy interesante cómo a través de las tramas narrativas de negociación 
expuestas en el análisis, el indio primitivo, el buen salvaje, la relatividad indígena y la 
condición indígena, los mexicanos orientan sus relatos hacia la resignificación de los 
indígenas. No sólo negocian sus representaciones en tensión sobre el indígena al 
normalizar, justificar, generalizar y contextualizar la violencia respectivamente, sino 
que reposicionan su figura histórica, a la vez que lo empoderan como sujeto y actor 
político  -de manera sutil, en menor o mayor medida. ¿Esto sucede como resultado de 
un conflicto cognitivo, de una respuesta afectiva identitaria o de ambos casos? En el 
estudio no se tienen los datos para responder a estas preguntas o para corroborar si 
esta situación pone en conflicto una narración general de la conformación de la nación 
e identidad mexicanas, pero abre la posibilidad de indagar al respecto en futuras 
investigaciones.  
 
Lo cierto es que, ante las diferencias y semejanzas encontradas en este estudio, cabe 
considerar pertinente la comparación de dos contextos que, al menos en el plano 
teórico, se consideraban opuestos al representar dos formas diferentes de enseñar la 
historia en América Latina, una más “europeísta” y otra más “indigenista” –Argentina 
y México respectivamente. De la misma situación resulta relevante que, 
considerándolas inicialmente opuestas, aparecieran muchas coincidencias entorno a 
la representación general de los indígenas. Ello hace pensar que entre estos países y 
otros en América Latina, puede haber una tendencia a explicar y enseñar la historia 
desde un enfoque europeo. Ante esto valdría considerar la revisión de otras formas 
de hacer historia, como las producidas desde los estudios poscoloniales (Cusicanqui, 
2008; Mbembe, 2001).   
 
Finalmente, ante los resultados generales del presente estudio, se podrían aventurar 
algunas inferencias que surgen de las propias narrativas elaboradas por los jóvenes. 
Si bien como se ha mencionado, no se puede confundir la identidad nacional con 
identidad ciudadana, en el caso que ocupa al presente estudio, se considera que puede 
existir una doble exclusión de los indígenas: como se entiende que no han contribuido 
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a la formación de la nación parecen haber quedado también excluidos –en el pasado 
y en la actualidad- del goce y otorgamiento de derechos y deberes que caracterizan a 
la identidad ciudadana nacional. Además, de los testimonios de los jóvenes parece 
desprenderse también una conclusión moral: si no participaron –por su desinterés, 
por su incapacidad, etc.- no pueden disfrutar de los beneficios que trajo la creación 
de la nación, aquello por lo cual la nación “vale” actualmente: el desarrollo 
tecnológico, la educación, un sistema de gobierno, etc. 
 
Todo ello significa no sólo el desconocimiento de la multiculturalidad del Estado-
nación en Argentina y en México, sino que se trata, desde la perspectiva del presente 
estudio, de algo aún más radical: la ausencia de reconocimiento del otro como 
(con)ciudadano. El inconveniente no es que el relato histórico señale las diferencias 
culturales o las diferencias en cuanto a protagonismo de los diferentes grupos 
históricos, sino la construcción de un relato que funda un modo de concebir un 
“nosotros” profundamente homogéneo y que sitúa a los indígenas en las antípodas de 
lo deseable para la propia nación y para el “nosotros”.  
 
En ese sentido, cabe preguntar finalmente: ¿se puede construir un pacto social 
fundado en una narración de identidades múltiples o siempre es necesaria una 
narrativa nacional homogénea? ¿Se puede aspirar a una ciudadanía inclusiva, cuando 
los relatos históricos nacionales en los que cuales ésta debería basarse son 
profundamente excluyentes? ¿Puede haber, en estos casos, un sentido pleno de 
democracia? 
 
6.3 Pensar historias, repensar la ciudadanía. Reflexiones finales 
Las respuestas a estas preguntas parecen bastante evidentes o complejas, según la 
perspectiva desde la que sean leídas. De cualquier forma, exigen una revisión 
profunda del pacto democrático y de las narrativas oficiales que hasta ahora circulan 
de forma predominante en nuestras instituciones -entre ellas, y con carácter muy 
especial, en la escuela. Pero esta revisión no debería ser realizada desde un enfoque 
exclusivamente cultural, en busca del respeto o tolerancia de la diversidad, sino desde 
una perspectiva que “difumine” Otro –al final todos somos “otros”-, en tanto 
representación negativa de la otredad, y se viva en diversidad como conciudadanos.  
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La importancia de repensar la ciudadanía en la actualidad deriva de diferentes 
elementos clave que se han venido analizando en el presente texto. La reflexión del 
concepto necesita responder a las circunstancias de la época: existe una tensión entre 
la idea de una identidad nacional basada en un relato cultural único, en el marco de 
sociedades multiculturales integradas por diferentes historias y pertenencias. Ello se 
ha trasladado al terreno de la ciudadanía, en tanto que quien responde a dicho relato 
nacional es el que tiene derecho a ser ciudadano. Las actuales sociedades como la 
mexicana y la argentina, así como las demás basadas en el modelo de democracia 
occidental, necesitan replantear este tipo de mecanismos para vivir en sociedades 
más plurales, incluyentes y justas.  De ahí la importancia de reflexionar la ciudadanía 
en términos de convivencia entre las diferentes culturas y colectivos en el marco de 
los Estado-Nación. El ciudadano tiene que ser educado para vivir en la diversidad, 
respetando e incluyendo en sus identidades nacional y ciudadana, las diferentes 
narrativas que integran y dan sentido al país en el que la ejerce y actúa. 
 
Lo anterior no es sólo un juego de palabras de buena voluntad. En la realidad, 
diferentes culturas y colectivos están actuando para que les sean reconocidos su 
derechos y respeten sus identidades. Esto no ha sido sólo en términos discursivos, 
sino que ellos se han convertido en los nuevos actores –y actrices- de la democracia. 
Para América en su conjunto, resulta imposible no prestar atención a la 
significatividad de las comunidades indígenas como nuevos agentes políticos. De ahí 
la pertinencia de este estudio al analizar la representación de los indígenas entre los 
adolescentes argentinos y mexicanos, como agentes históricos y ciudadanos en la 
historia de sus naciones. Y de esto mismo, la necesidad de emprender estudios que 
indaguen sobre esos nuevos agentes y sus historias, y la forma en que los jóvenes 
ciudadanos los representan y se pueden relacionar con ellos. 
 
El presente estudio pretende también hacer aportaciones a fenómenos que no son 
privativos de Latinoamérica, sino de diferentes países en los que históricamente 
muchas culturas y grupos sociales han sido marginados al silencio y a la exclusión 
social. Desde hace tiempo se ha venido hablando del papel del Otro en los países 
europeos, del que emigra para incorporarse laboralmente a la sociedad, pero la 
cuestión del otro al interior de la cultura nacional es fundamentalmente un factor 
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central para reestructurar la democracia y los mecanismos de inclusión para pensarse 
y ser ciudadano.  
 
En ese sentido, se podría pensar que la inclusión de los relatos de y sobre las 
comunidades indígenas en la formación de los nuevos ciudadanos, podría permitir 
una mejor comprensión de éstos en la actualidad y en el pasado. En términos 
educativos y de la identidad de una nación, podría considerarse lo que desde el 
terreno de la filosofía y la política multicultural ha mencionado León Olivé (2004: 
38), sobre el reconocimiento a los pueblos indígenas: “El mejor camino para los países 
como México es el reconocimiento de que los diversos pueblos que en él conviven no 
sólo tienen el derecho a existir y preservarse, sino también a florecer y desarrollarse. 
No se trata de expedir leyes especiales para los indígenas, ni de establecer 
instituciones especiales para ellos, sino (…) de diseñar y llevar adelante un proyecto 
de nación multicultural bien articulado, en el cual participen en pie de igualdad todos 
los pueblos, contribuyendo al desarrollo nacional y beneficiándose todos de ello”. 
  
Mucho se ha debatido también sobre la circunscripción de la ciudadanía únicamente 
al terreno nacional. En el presente análisis se evidenció como ésta no sólo se ha 
enmarcado legalmente en esta estructura, sino también a través del ejercicio 
simbólico e identitario de la misma; la yuxtaposición de la identidad ciudadana con 
la identidad nacional ha posibilitado que se plantee la pertenencia en términos de un 
solo relato histórico de la nación. En todo caso no se plantea la separación de éstas, 
sino que el espectro de ambas identidades se amplíe, integrando otras historias que 
como se ha observado en el análisis, han sido relegadas o silenciadas de los relatos 
nacionales. La inclusión de nuevas narrativas podría permitir la comprensión 
histórica de la construcción del país propio, así como de las diferentes historias y 
comunidades que la han integrado a través del tiempo. Asimismo, podrían ampliar el 
espectro de quienes ha podido y pueden ser ciudadanos, quienes no han podido y 










How do students make sense of controversies? 
Narratives and discourses of civic engagement 
 




What to teach, how to engage. Controversial topics in schools 
Recent research show that although there is a vivid debate in diversifying civic 
education integrating meaningful experiences in the school, there has been little 
room in the classroom to face reality and actually analyze the social world (Hess, 
2009). In fact, in several educational contexts there is a strong reluctance to 
consider certain issues as a core element in young learners' instruction, as this 
supposedly entails heated debates not appropriate for young learners at that 
educational stage (Graseck, 2009; Hess, 2008). Yet, new studies have called 
attention toward the incorporation of these contents that might facilitate effective 
and relevant learning and, most importantly, the engagement of young learners with 
society. This implies displacing conventional factual civic knowledge from the center 
of citizenship education, diversifying and bringing in engaging contents, 
experiences, and debates of the world’s new narratives, discourses, and current 
global issues in the learning process (Collins & Halverson, 2009; Dahlgren, 2009; 
Watts & Flanagan, 2007).  
 
Some studies demonstrate that social discussion and schooling centered on 
controversial topics are effective means of democratic education and civic 
engagement (Chen & Berger, 2013; Feldman, Pasek, Romer, & Jamieson, 2007; Haste, 
2004; Hess, 2004; Kahne & Westheimer, 2006; Torney-Purta, 2002). A controversy 
is broadly defined as a topic that triggers discussion; it is an issue on which people 
have different and polarizing opinions, and it is marked by heated debates 
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characterized by the expression of opposing views and strong tensions (Hess, 2009). 
These are topics overtly known in global society but they can explicitly appear in 
social life, or subtly embedded in cultural tools, language, and human interaction 
(Chen & Berger, 2013). Finally, one of the core aspects of controversies, and a keen 
interest of this paper, is the subtle ways in which power is perpetrated and 
negotiated inside the controversy, so that narratives of cooperation and domination 
can be intertwined in cultural artifacts like advertising, for example (Gjerde, 2004).  
 
Surprisingly, not many studies undertaken so far have set controversy at the center 
of the civic education research. There are some explorations on its pedagogy (Hess 
& McAvoy, 2014; Oulton, Dillon, & Grace, 2004), especially in the teaching of the 
evolution theory and human origins, though these are primarily concerned about 
disciplinary discussion, the debate between science and religion, and how biological 
issues should be taught in schools (DeWolf, Meyer, & DeForrest, 2000; Scott & 
Branch, 2003; Wexler, 2003). Few researchers have analyzed controversies in 
fostering democratic education and critical citizenship, although they have reached 
interesting conclusions on its role in civic learning, historical understanding, the 
debate over environmental issues, and peace education and values (Barton & 
McCully, 2007; Damico & Rosaen, 2009; Kahne & Sporte, 2008; Vandenabeele, 
Vanassche, & Wildemeersch, 2011). In this regard, the present study aims to expand 
this discussion in the field of citizenship education research, specifically analyzing 
students’ meaning-making of controversies and its relation to their development of 
civic engagement. 
 
How do students make sense of controversies? Facing controversies inside the 
classroom 
The above raises important questions about citizenship education, primarily on 
what topics switch students’ engagement on, but most importantly, to what 
knowledge youth should be exposed to provide them the space of critically think on 
their own civic engagement. There is evidence that students are attracted by topics 
salient to their own context, just as global issues concerned with injustices, 
exploitation, and care (Hess & Posselt, 2002). Though there is few research, some 
studies show that young learners benefit from discussing social issues together as 
this fosters social engagement and critical thinking among them (Campbell, 2008; 
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Davies, 2005; Hess & Posselt, 2002). These activities also make evident the young 
learners’ degree of social awareness, and how discussion on controversial issues 
activates the students’ moral view of the social world. Most importantly, reflecting 
around controversies may also expose the students to situations or practices of 
inequality of which they were unconcerned, that are part of their daily basis life 
(Bermudez, 2012; Carretero, Haste, & Bermudez, 2015; Davies, 2005)  
 
The former statement brings out that civic education models prioritize some 
contents over others, and the consequently engagement with some citizenship 
discourses. This also suggests the causes of the reluctance of teaching some topics 
in the schools: above all, controversies are events that call into question certain 
conventions taken for granted in society. Actually, what makes events controversial 
are the social discourses that define what is possible to think and act and what is 
not, what are the normative values, practices, and narratives permitted (Edwards, 
2005, Potter & Edwards, 2003). Thus, these issues make explicit what is problematic 
for mainstream social discourses and what is not easily to understand, thus is 
susceptible to being silenced, omitted, or kept in the background. Generally, cultural 
narratives frame understanding of such issues, based on grand explanations mainly 
grounded in essentialist discourses, identity values, as in historical statements in 
which there is a justification of past and contemporary conflicts portrayed in the 
social issue (Hammack & Pilecki, 2014; Wertsch, 2000)  
 
There are studies reporting how the consumption of master narratives tends to 
create opposite perspectives on controversial events among people, defining in-
groups and out-groups, and polarizing interpretations (Bekerman & Zembylas, 2012; 
Hammack, 2011). In this sense, master narratives define what is normative in terms 
of citizenry (Haste & Bermudez, 2017) and foster univocal explanations of the event; 
however, how people generate meaning depends upon personal experience with all 
the narratives available in the context. On the one hand, explaining a controversial 
event is complex as it entails in itself a diverse repertoire of narratives, values, and 
affective references that make difficult for people to construct straightforward 
explanations. On the other, studies suggest that young people can actively interpret 
and navigate their social world through alternative conduits, parallel to the 
conventional ones (Hammack, 2008; Rubin, 2007). This opens opening the 
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spectrum of explanations besides the mainstream discourses of citizenship. 
 
Finally, research on the contents, narratives and discourses, promoting young 
people’s engagement is recent, and even more scarce the studies on how youth 
experience engagement and construct explanations on social issues. The present 
study sought to address these concerns, pursuing to deepen the discussion on the 
citizenship education suitable to engage the forthcoming citizens. Specifically the 
aim is to expand examination on civic learning based on engaging contents as 
controversies, specifically analyzing students’ engagement in the explanation of 
social issues.   
STUDY 
The role of critical contents in fostering youth civic engagement and critical thinking 
is a promising educational venue, yet poorly explored in citizenship education 
research. In this view, the present paper discusses youth civic learning through the 
making-sense of controversies in the classroom, analyzing how young learners from 
different cultural backgrounds engage while explaining a common social issues. The 
study is in line with mixed-methods research, and primarily grounded in discursive 
psychology (Edwards, 2005; Johnson & Onwuegbuzie, 2004; Lingard, Albert, & 
Levinson, 2008; Potter & Edwards, 2003; Wetherell, 2007). This analysis approach 
seeks to deepen the knowledge of the social phenomena from the overview of the 
developmental and cognitive variables, along with the understanding of the 
subjective aspects of people’s interaction with troubled events, immersed in the web 
of social normativity. The quantitative view allows examination of the 
developmental and cognitive trends among the participants, as to how these 
tendencies make some inferences possible about the adolescents’ representations of 
the social issue. On the basis of the qualitative inquiry, the study takes a closer look 
at the complexity of the meaning making processes of the explanation of 
controversies, involving the language mechanisms enabling the participants to 
express their thoughts, emotions, and morality, as to make visible the practices they 
see permitted in the analysis of the event.  
 
The research aimed to be implemented on the basis of a striking and controversial 
event, where tensions of power - unfairness versus equality narratives, for instance 
- were subtly suggested. Thus, the study was carried out by a task based on The 
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Texican Whopper, a product of the multinational fast food chain Burger King Co. Its 
advertising campaign, an original idea of Burger King Spain, led to a lively 
controversy over cultural discrimination between Spain and Mexico in 2009, 
triggered by the use of stereotypes and national symbols used in the ads (Annex 2). 
In the advertisement, Mexico and the United States are depicted through cultural 
stereotypes that exaggerate physical characteristics, cultural references and 
asymmetrical social relationships, causing different and opposing viewpoints 
among consumers in general. From this basis, a comparative study was conducted 
in order to analyze Mexican and Spanish adolescents’ understanding of social issues 
from their different contexts.  
 
Participants 
Two hundred adolescents participated in the study, one hundred students from each 
country’ capital city (Mexico City, Mexico, and Madrid, Spain). They were divided 
into two different educational levels, with fifty students each, given one middle 
school group of fifty 13-14 years old students, and one high school groups of fifty 
15-16 years old students per country. All the participants came from a similar middle 
class socioeconomic background, with parents with coincident professional careers. 
The researchers conducting the study distributed informational letters and parental 
consent forms among the adolescents, and the study was conducted until a total of 
200 participants presented the signed consent form to participate in the study. The 
two schools in Mexico City and Madrid involved in the research shared an 
alternative profile in education, based on students’ pro-active learning, and both 
institutions had salient notes in government evaluation in regard of the student’s 
democratic learning.  
 
Design and procedure 
The task designed examines the contents and meanings the participants identify in 
the social issue, and the ways they interpret it based on that sources. This aims 
specifically at the narratives the adolescents recognize in the issue, and the 
explanation they elaborate from these. A playful questionnaire was designed, 
including a task for the participants’ assessment of narratives and a closing question 
(Annex 3). The narratives included in the questionnaire resulted from a pilot study 
in which the adolescents make a brainstorm of the possible stories they see in the 
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advertising; the researchers made a recount of this brainstorm and six narratives 
were the most salient. Consequently these were the six presented to choose in the 
questionnaire.  
 
This recount was assessed by the interrater evaluation of five experts on citizenship 
education, psychology, narrative, and methodology, who evaluate the 
representativeness and credibility of the sample; the experts also evaluate the 
questionnaire’s reliability, readability, and efficacy based on an eight-item Likert 
scale and an open box for comments. The narratives used in the task are divided into 
two categories, harmony and power, and in three different dimensions -personal, 
national, and sociocultural-, for conceptual and analytical purposes. The narratives 
ranged from social responsibility, including mutual support, good neighboring, and 
comic irony, to power relations such as discrimination, domination, and cultural 
mockery. Each narrative has its counter-narrative that in principle is its opposite, 
thus promoting cognitive conflict at the moment of the students’ narrative selection. 
(Table 1) 
Table 1. Narratives promoted by the controversial event 
 
The procedure consisted of two parts. First, the participants watched the 
advertising campaign, a poster and a video, and then they answered individually 
the first part of the questionnaire. For this they have to punctuate to what extent 
they think each of the six narratives presented is promoted by the advertising, 
using a 4-point Likert-type scale from Not at all, a little, to quite a bit and A lot. 
Secondly, they had to explain their choices answering the open-ended question 
Based on your choices, how would you explain the Texican Whopper? They were 
given more time at the moment of answering this question, since they have doubts 
and concerns. Implementation took place in regular classrooms on school grounds, 
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and all procedures were approved by the authorities of both high school institutes 
in Mexico City and Madrid, and were supervised and endorsed by the four 
citizenship education professors who lend the groups and school hours. 
  
All the self-reported data was collected via the questionnaires given on hand at the 
moment of the implementation. In keeping with the convergent parallel mixed-
methods design, both quantitative and qualitative data were collected in the same 
school semester. Prior to analysis, all the questionnaires were transcribed verbatim 
and coded for SPSS and qualitative examination. Later, they were examined 
simultaneously in a first moment, and then analyzed in depth separately in order 
to improve each analysis, respecting its particularity. The forenames presented in 
this article are real, since the participants and their parents gave authorization 
through a consent form. 
 
Analysis 
The paper focuses on how young Mexican and Spanish students make sense of a 
common issue, in regard to the narratives they consider most salient to explain the 
event, and the repertoire of discursive tools they use to explain the issue. The study 
addresses two different analysis, statistical and discursive. The first analysis 
quantitatively examines the data gathered from the first Likert-type task of the 
questionnaire. It analyses the most salient narratives adolescents acknowledge in 
the event, and the type of students’ general representations resulted from these. The 
data was comprised in two main categories; agree and disagree with harmony or 
power narratives. This data was analyzed using SPSS processor and conducting 
Anova and Chi square analysis. The analyzes focused on the general trends of 
narrative identification, as well as the examination of the main commonalities and 
differences per age and country. This analyzes allowed the identification of the 
participants’ general representations of the event, as well as the tensions between 
these representations. 
 
The second analysis discusses the participants’ discourses and their implications in 
explaining the controversial issue. The data analyzed corresponds to the open-ended 
question, which was first processed statistically to make frequencies of the most 
recurrent discourses, and then analyzed qualitatively by each discourse. The two 
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hundred students’ explanations were classified in four discourses, following the five 
categories constructed based on the common variables found in the students’ 
explanations (Narrative framing, the representation of the issue, identity allusions, 
and historical references) and based on a 4-point Likert scale of explanation 
complexity from Simple, Detailed to Situated and Complex. (Table 2). As the 
participants’ answers were distributed by number and percentage, then it was 




The discourse analysis conducted is in line with discursive psychology studies 
(Georgakopoulou & Goutsos, 2000; Potter, 1996; Potter & Edwards, 1999; Potter & 
Edwards, 2001; Wiggins & Potter, 2008) analyzing people’s explanations by the 
narratives they produce. Discourse analysis approach to narratives as spaces of 
dialogue and action; in this view, narratives are not just cognitive products, 
expressions of people’s individual understandings, but interaction-oriented means 
as well (Abell & Stokoe, E.H & Billig, M., 2004). This discursive approach is relevant 
and necessary to analyze not only the narrative structure of people’s accounts, but 
also the language forms through which these are constructed and articulated, and 
its consequences for social interaction.  
 
The pertinence of conducting this type of analysis relies on the need of examining 
the people’s understanding by its components, but also what the explanations 
convey and make possible for people in their context. Discourse analysis posits that 
the discourses that we engage in provide us with a frame of reference, a way of 
interpreting the world and ourselves; however, the discourses we consume are not 
neutral, and represent conflicting interests struggling for supremacy in the social 
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world and in our daily practices (Hammack & Pilecki, 2014). These discourses 
impact people’s understanding of the world, since they mostly appropriate 
knowledge, feelings, and values from the dominant discourses.  
 
The discourse analysis conducted follows the Carla Willig’s approach to discourses 
and its implications (2013:131-137) (se annex 1). She pays special attention to the 
characteristics, efficacy, and consequences of the discourses, that is, how these 
articulate understanding by the discursive means that make them satisfactory for 
the participants, and the action orientation this implicitly permits. The analysis 
consists of two stages:   
 
1. The examination of the discursive articulation of explanations. This involves the 
analysis of the variety of discourses linking up participants’ explanations, 
focusing on the discourses’ features and functionality (Willig, 2013). Its 
classification and analysis is grounded in the categories of Table 3.   
 
2. The in-depth analysis of the adolescents’ engagement while explaining the 
controversial issue.  This was conducted based on Willig’s action orientation 
stage of analysis, and supported by previous studies on discursive practices 
(Edwards & Potter, 1993; Edwards, 2000). This stage examines the consequences 
of taking up certain discourses, in terms of the implicit personal intentions and 
motivations, the discursive practices these discourses allow the students in the 
explanations of the issue, and the actions perceived as permitted by taking these 




What is this all about? The narratives behind controversial issues  
This section examines the narratives students from Spain and Mexico identify as 
more relevant to frame the ad’s story. The results are presented by grades per 
country and then compared by grades between countries. In the side of the Spanish 
participants, outcomes evince that for middle-school Spaniards there are three 
main narratives inside the event: comic irony (76%), mutual support (68%), and 
good neighbouring (66%) (See Graphic 1). These narratives are oriented towards 
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social responsibility, showing amusing characters and cooperative interactions. 
The narratives related to unfair social relations, such as domination or 
discrimination, are not central for the great majority of these students. On the 
other hand, according to the high school Spanish students, there are three salient 
narratives promoted by the advertising: good neighbouring (64%), domination 
(62%), and comic irony (56%) (See Graphic 1). The first and third are related to 
social responsibility, but the second describes a story of Mexican subjection to the 











Chi square: *0,043 **0,005 ***0,035 
 
Interesting differences emerge in the comparison of middle and high school Spanish 
students (see graphic 1). Although both groups agree Comic Irony is an important 
narrative, freshman students do not consider it the most important, while middle-
graders do. In a similar situation, high school students dismiss the Mutual Support 
narrative as salient, while middle-graders believe it is strongly promoted by the 
event. But the strongest difference relies on the narrative of domination: for a great 
number of middle school students this narrative is absent, whilst an important 
percentage in high school consider it is a core element in the social issue. From the 
above it can be inferred that for the majority of Spanish students, the advertising 
mostly conveys a socially responsible message through narratives of harmony and 
good values, especially for the middle-graders. The type of narratives selected as 
salient suggest a dominant discourse of cooperation among Spanish students’ views 
on the issue. 
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For Mexican middle school students, three stories are the most salient in the social 
issue (See Graphic 2): Discrimination (60%), Domination (54%), and Cultural 
Mockery (54%). The narratives they chose focus on the negatives aspects of the 
event, the power relations portrayed, and the stereotyped characterization of the 
cultures involved. The narratives related to social values and cooperative relations 
are not very important for them. Interestingly, the Mexican high school students 
selected the same narratives in the same order. Discrimination is the central 
narrative to describe the event (84%), followed by Domination (78%) and Cultural 
Mocking (72%). They also dismiss the narratives related to social responsibility, and 










Chi square: *0,013 **0,011 
 
The comparison between Mexicans from both grades shows a strong common trend. 
They share a general perspective on the issue, disregarding narratives related to 
cooperative interactions, inclining highly toward narratives of subjection and 
injustice. However, the sole difference by level of education is the quantity of 
students selecting the two most salient narratives, discrimination and domination, 
being larger among freshman students (Graphic 2). From the above it can be implied 
that Mexicans, especially high school participants, mostly perceive the event as 
conveying a message of power, grounded in narratives of asymmetric relations. It 
seems that for most Mexicans, there is a dominant discourse of injustice in the 
issue’s story, fostering denigration and Mexican inferiority through the narratives 
they considered salient in it, and perpetuated by stereotypical characterizations.  
 
Harmony or Power? Cultural divergences on narrative identification 
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In the comparison of Mexican and Spanish participants’ selection of narratives, 
initially it stands out cognitive differences between students with the same 
education level, as well as between the Mexican and Spanish student groups 
compared as aggregates. There are significant differences among middle school 
students from both countries, in their perception on five of the six narratives 
presented in the task. For Mexicans, harmony narratives are not salient while the 
power narratives are, in contrast to Spanish students which frame the event mostly 
from social responsible narratives, disregarding those of injustice (see Graphic 3). 
What is also noticeable is that the strongest differences are related to the harmony 
narratives (Mutual Support, Comic Irony, and Good Neighboring), strengthening 
opposite poles of interpretation. From this, it seems that both Mexican and Spanish 
middle school students explicitly affirm one dominant discourse, denying the 










Chi Square: *0,001 **0,005 ***0,009 ****0,044 *****0,004 
 
In the comparison between high school students there are significant differences 
too. Mexican and Spanish students differ in both narratives of harmony and power. 
What draws attention is that the main differences center on two narratives, 
Discrimination and Good Neighboring; for most Mexicans, Discrimination is the 
most salient among all narratives in the event, but for Spaniards this narrative is 
unpopular. Something similar occurs with Good Neighboring, a narrative supported 
far more by Spaniards than by Mexicans (Graphic 4). There is less polarization 
among high school students than middle graders, mostly due to Spanish participants 
considering different types of narratives. This may lead to a significant difference: 
Mexicans freshman may strongly affirm a dominant discourse of injustice, excluding 
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alternative interpretations, while Spanish peers might appear more open to consider 











Chi Square: *0,003 **0,000 ***0,024 
 
Insights on adolescents’ narrative identification 
What can be inferred from the above results? From the cognitive perspective, there 
are significant differences in how participants of different education levels 
approach to the event. Initially, it seems that Mexicans and Spanish middle school 
students have strong difficulties decentering from their views in the analysis of 
the social issue, considering the presence of significant oppositions among them; 
a great majority of middle grades are more likely to consider just one type of 
narrative as valid. On the other hand, in general terms high school students from 
both countries do not appear as extreme opposites as middle graders, given the 
way they perceived both harmony and power narratives. This draws attention to 
the fact that these students are less polarized and even have close perceptions on 
the relevance of certain narratives, making them more able to decenter from their 
personal views, taking into account different narratives in their explanations. 
 
The above suggest that high school students in general, are more likely to decenter 
their perspective and approach the issue from different narratives; however, the 
group who are most capable of this is the Spanish. The Mexican students strongly 
emphasize the negative side of the situation and the single discourse of injustice, 
while an important group of Spaniards regard the event from two different 
narratives. Thus, Spanish freshman are more likely to have a wider scope to their 
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explanation, since they have the ability to frame the event as a controversy between 
competing narratives, differently from the Mexicans who frame it in a single 
narrative of conflict and cultural antagonism. The next section analyzes whether 
these varying perceptions between educational levels and countries remain when 
adolescents are questioned about their explanations of the situation. At the 
narrative identification task, outcomes are similar to other research studies that 
have found that one of the strongest difficulties in decentering is related to personal 
identification (Galinsky & Moskowitz, 2000; Quintana, Castaneda-English, & Ybarra, 
1999; Selman & Feigenberg, 2010; Wu & Keysar, 2007)  
 
Nevertheless, ability to explain their own perspectives implies a different level of 
analysis and cognition among members of in-groups and out-groups related to the 
controversy. It is to be expected that the trend will continue since the Spanish 
students can recognize alternative narratives, but as other research has shown, 
decentering from a personal perspective is quite difficult, no matter personal 
identification (Caruso, Epley, & Bazerman, 2006; Elfers, Martin, & Sokol, 2008; 
Epley, Keysar, Van Boven, & Gilovich, 2004; Epley, Morewedge, & Keysar, 2004; 
Epley & Caruso, 2008; Ruby & Decety, 2004). Also, the acknowledgement of 
competing narratives could suppose the existence of tensions in their explanation, 
as in the definition of the messages inside the event and the interplay of the actors 
involved. In order to contrast narrative identification with explanation, Mexican and 
Spanish students’ narratives are analyzed through the discursive tools they use and 
the way they represent the situation.  
 
Making sense of controversy: Adolescents’ engagement and discourses of social 
issues.  
The previous analysis suggests that the narrative framing of the social issue has 
more implications than the identification of the stories it may communicate. As the 
Spanish and Mexican participants deepened in their own understanding of the event, 
they strongly engaged with it elaborating explanations that consider different angles 
of the issue. They primarily base their explanations on the discursive representation 
of the event, the messages and metaphors participants think it conveys or not, and 
the cultural context, historical references, and identity affiliation it may alluded. 
The analysis shows that there are four common discourses among the two hundred 
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students, distributed by grade and country as the Graphic 5 indicates.   
   
 
The necessary evil discourse 
A large majority of the Spanish and Mexican students make sense of the event by 
the necessary evil discourse (Graphic 5). These are mostly middle school learners 
who tend to explain the issue by its general description emphasizing the characters’ 
appearance. By this discourse, the participants represent the event as a necessary 
evil in marketing, where the use of exaggerated characters and parody is commonly 
accepted. The explanations are framed from a personal appreciation of the issue 
based on narratives of entertaining, navigating from amusement to dissatisfaction. 
The center of the explanation is the utility and effectiveness of the object: the 
characters are reliable and adequate in fulfilling their function, which provides a 
better understanding of the ad while as being striking and effectively eye-catching. 
Samantha and Jonathan speak out clearly in this respect: 
 
I believe that it's not been discrimination against anybody, it's just that some people had been 
used so they might be clearly identified, and their flavors.... I like it and it made me laugh - 
haha - it's catchy! (Samantha, Spain, 14) 
 
This is the same as always…. Cartoons like these are always being broadcast, serving to mock 
people, making a fool of everyone so they can sell their products… (Jonathan. Mexico. 14) 
 
As observed in Samantha’s comment, in this discourse the characters appear as 
unbiased, empty, without representing any identity or culture; these only serve so 
that “they” can be identified as they are, thus “some people” are portrayed this way 
in order to sell a product. Although they do not directly name the characters’ identity, 
the participants acknowledge they are representative of a community. For instance 
the Spaniards believe, as Gabriel remarks, that “him” accurately represent the group 
of “them” –the Mexicans; for Mexicans as Renata, “these” are real portraits of 
“them”, Mexicans and Americans, a way for a peoples’ identification to occur tacitly, 
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but still untrustworthy to some extent: 
  
 ‘Cause like him, the shorty guy, almost all of them are alike, and so they can be shown that 
way, but not, like, ridiculing… They both instead show friendship and help each other. (Gabriel, 
Spain, 14) 
 
Because with these you can really identify them, their clothing and height, but it's an 
exaggeration… They do use very exaggerated characters, though … I find it very offensive that 
they are so exaggerated, and very demeaning… (Renata, Mexico, 14) 
 
Even though characters are supposedly impartial, they provoke specific reactions 
among middle graders; for Gabriel they depict supportive and harmless 
relationships, while for Renata they are exaggerated and represent something 
demeaning. The supposed neutrality of the advertising assumed by the participants 
sharing this discourse, implies that the characters are not holding any specific 
message, symbolism, or metaphor, but their plane commercial utility. These 
students think that the characters lack of sociopolitical contents and ideologies, and 
were made only to amuse or make fun of people for marketing purposes. In Carlos’ 
view, the characters may offend as they represent an insult or false image of 
Mexicans’ appearance, and for the Spanish student Ines it simply amuses to sell; in 
both cases, it does not imply the cartoons ever go beyond merchandising: 
  
This is a prank, look at them, look at the wrestler! I really don't like it ‘cause that's 
exaggerated, the wrestler is being ridiculed…I do not understand why they need that excess 
to sell... Bully sells, man, I get it… but that isn't correct! (Carlos. Mexico. 14)  
 
I think that with this nobody is being ridiculed or bullied; it is just funny and it made me laugh. 
To me it is just a joke for merchandising, there is nothing beyond or below, come on! (Inés. 
Spain. 16)  
 
The borderline metaphor 
The second major discourse is rooted in the image of the border and in narratives of 
countries’ neighboring and imagined shared destiny. Mostly freshman students who 
base explanations on the metaphorical content of the issue favor the use of this 
discourse (see Graphic 5). They represent the event as a mirror of the relationships 
between Mexico and the US, placed in the context of their common history and 
shared issues. There are direct references to both characters’ nationalities, and from 
their interplay there emerges an interpretation of the two countries’ relations. The 
center of the explanation is the metaphor of the frontier, literally or in the figure of 
the burger or Texas, functioning as a discursive hinge either to portray good 
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neighborly relations or an asymmetrical relation of domination. In this sense, for 
Spaniards as Isabel, the burger breaks down the gap that divides the countries, 
fostering collaboration; on the contrary, as with many of his fellow students in 
Mexico, Bruno denies the good neighbor interpretation of the burger, instead seeing 
it as a display of past of discrimination at the border: 
 
I believe that it doesn't attempt to discriminate against someone inferior, but shows 
collaboration among members of the two countries as it is. And that although they are way 
different and the past brings disunity, fate joins Mexicans and Texans to create a burger with 
their flavors, so the breach dividing countries finally falls apart and all can work together as 
neighbors. (Isabel, Spain, 14)  
 
It does not use friendly characters, I do not like what neighboring among countries supposedly 
reflects, I mean, you can tell… You can see a lot of discrimination and superiority of one 
country to another, as it has always been in the border. A Texican burger? What Texas truly 
means is the past of discrimination of USA against Mexico. (Bruno, Mexico, 14) 
 
As Isabel's opinion makes clear, mirroring the US-Mexico relationship also allows 
adolescents an interpretation of messages and life lessons within the framework of 
the borderline metaphor. Thus, the event entails a takeaway message. On the one 
hand, for the Spaniards the situation is represented as a moral or a fable which, as 
Clara narrates, ends happily with an invitation to leave the troubled past behind. On 
the other hand, for high school Mexicans it is more like a lesson of harsh reality, a 
metaphor for the period of past subordination that, in Alan's words, ends with the 
current American superiority and an unfavorable immigration experience for 
Mexicans: 
I believe this doesn't offend anyone, because when one couldn't do something the other could 
and helped. They've put their customs and typical dishes together, and that is something 
greater than their differences and past fights. Mexico and the US mean together… admittedly, 
we must recognize we aren't perfect and sometimes we can't do things by ourselves… (Clara, 
Spain. 16) 
 
That’s the truth, they always say they are far above us and that´s the harsh truth, man, that’s 
in there, you can tell… f***ing gringos. Because it's like it teaches us our reality, 'cause Texas 
has been always the way to the US, to cross the border they cross the Texas´ dessert, so this 
shows this is what we have gone through in the past and what we are always gonna get. (Alan, 
Mexico, 16) 
 
The students reinforce their explanations with references to history, specifically the 
imagined common past between the two countries and the symbolism of Texas. 
Some participants as Sofía, call into question the idea of collaboration and shared 
destiny, saying that “they” are certainly historically joined by territory but also by 
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conflicts and bad faith; the burger, as Texas, could have been shared but at the end 
the American ends taking it for them:  
 
It is like a metaphor of countries, they have always shared past and lands, but through 
discrimination and conflicts. Joined by destiny? But one of evil… I dunno… That´s odd… and 
peacefully sharing a burger? Like Texas maybe: it was ours before but they were mean and 
took it from us. (Sofia, Mexico, 16) 
 
The secret plot discourse 
There is a third discourse found only among Mexican and Spanish high school 
students (graphic 5), grounded in the discussion of the conflicting narratives and 
meanings inside the issue. The adolescents using this discourse represent the event 
as a plot hatched in secret in the context of ideological intentions, power relations, 
and political goals. The discursive explanation lies in the political projection of the 
event, which entails secret meanings in its internal logic that goes beyond itself. 
This is evident in Javier’s explanation of the issue; for this Spanish student there are 
two narratives in the commercial, but what it really try is to disguise the historical 
controversies in the border of Mexico and the US: 
 
It might mean that Mexico and Texas have joined in something that may satisfy both countries, 
but as overshadowing the true and lifelong troubled relationship between them. This is politics, 
dude, it's like they always try to hide what happens in the border, the immigrant stuff... They 
made it to present friendship between the Mexican and the American, but perhaps to conceal 
the true message of the spot… (Javier, Spain, 16) 
 
Also Javier, as the other students using this discourse, speaks openly about the 
characters’ identity, and implicitly about the identity of the designers of the ad and 
their intentions. Among these adolescents, the characters’ identity and interplays 
are also conflicting; they supposedly promotes friendship but it instead reminds 
them of acts of injustice; in a personal level, the issue fosters stereotyping, 
prejudices, and discrimination through the Mexicans’ negative stereotyping and the 
uneven interactions among them; in a national level, the historical reference to 
Texas is being used as a way to offend Mexicans, in addition to the US's present 
offenses. Michelle’s comment gathers all this ironically:  
 
Well… There's a lot about showing the good mood between them, but more about teasing with 
the burger and the dwarf: this is discrimination, period. They try to be nice and polite with 
the cowboy but at the same time remind us who´s the man of the house… They think using 
Texas like that is funny but it's more like a mockery, a humorous slap in our faces, right? Like 
reminding us whom Texas belongs to now…. Anyhow, there are two messages in the video: to 
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show that they get along, but inside there is another message of Mexican inferiority (Michelle, 
Mexico, 16) 
 
For these students, the explanation of the issue is not rooted in what the ad attempts 
to promote overtly, but rather the sociopolitical intentions and the true message 
beneath it. This true message is basically related to injustice and power in personal 
and national levels. For instance, the adolescents such as 175Carmen consider that 
beyond mockery or amusement, “this” ensures power relations through the way 
character’s interactions are portrayed:  
 
You can say that this is funny or not, whatever, but I think it attempts to cover up the truth: 
The US has always messed with Mexico, controlling and attacking it, like all the bad stuff in 
the past and now... and I truly think it intends to damage Mexicans’ image –the fat guy with 
the poncho and so… and although they get along and it says they combine their stuff in the 
burger… It is clear, dude, they want to be welcome and come into our home, but they want to 
keep controlling us inside the house (Carmen, Mexico, 16)  
 
Finally, history also reveals the true meaning in the issue. The historical references 
the adolescents use in their explanations put into question the supposed common 
and harmonic fate of both countries. For Alex, even if his explanation is not entirely 
accurate in historical terms, he sarcastically shows that the union is far from being 
equal, and is in fact the opposite:  
 
It is like…united, but in what way? Forcibly! ‘Cause in the past, in the Wild West, Texas had 
slaves and there it seems that the Mexican is a slave of Texas, and in fact they were.... They 
stole Texas or California from them, isn´t that true? This is ridiculous, they might want them 
to look like friends but at the end they always think they are their servants… (Alex Polo, Spain, 
16) 
 
In the shoes of others 
Finally, there is the fourth common discourse spread among a minority of high 
school students (graphic 5), which focus is on the variety of possible meanings the 
event conveys. These adolescents posit the coexistence of different narratives in the 
event, casting doubt on the idea of a single true message, opening up the scope for 
different interpretations. For them, the event is constructed as an object of 
misinterpretations and an issue of multiple meanings. The explanation rests in the 
different interpretations the event allows, moving from the surface of the characters’ 
appearance to the historic roots that underlie it. They initially shed light on the 
infeasible correspondence between the situation shown and real life; for instance, 
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as Elena points out, they put into question the accuracy and stereotyping of the 
characters’ identities, since they fail to agree with culture’s realities:  
 
I think the characters don't have anything to do with reality or the history of those countries. 
It's supposed to foster cooperation but it also promotes racism, since with those exaggerated 
stereotypes, it just overshadows their diversity. Not all people in the US and Mexico are like 
those presented. (Elena, Spain, 16) 
 
These students also reflect on the possible reception of the event, opening up 
different ways of explanations regarding emotions and people’s perspectives; they 
try to stand on both sides of the characters’ stories, and to take into account what 
people from the cultures represented might feel about the issue. They also consider 
an alternative view on characters’ interplay, thinking there is not a one-way relation 
between them but an exchange of roles. This drives them to acknowledge power, but 
instead of a matter of univocal control they think it is dynamic and negotiated. Ana 
María’s narratives exemplifies all this clearly: 
 
I am not sure what Texans would think of this, but I can imagine they are tired, like us, of 
seeing how people bring out these stereotypes and this one-sided history. I wonder what 
history they support, whether American or Mexican. Anyhow, it is not ridiculing the Mexican 
wrestler completely, because he has at times an important role too, as the cowboy… back and 
forth and such; you could say that they are making fun of both actually, but it's not okay to 
use those stereotypes either... (Ana María, Mexico, 16) 
 
They offer explanations by which the spectrum of messages expands, putting the 
event into context and perspective. It is at stake its functionality as a marketing 
product but also as an issue with heavy load of meanings, considering its visible 
references to nationalities. This is related to intentionality, as for example the 
designers’ irresponsibility and unethical work. The historical references helps them 
to critically explain that situating the issue in history and from an empathetic 
position instead of taking side with one or another; for instance, Alexis emphasizes 
that it is not only American aggression against Mexico but against Americans 
themselves, which is a recurrent practice in America’s history: 
 
I think that with their commercial, they try to do their business with a funny goal, but at the 
same time they are aggressive with both nationalities. There might be destiny, history of 
collaboration, good intentions, and other messages as such mixed with business. At the end 
they include a part of history that's hurtful to both sides. There is a severe aggression against 
Mexico, despite the US is being humiliated too, with the commercial saying they're cowboys. 
But, well, Americans, they even humiliate their own people: look at their history, it's not just 
Mexicans but blacks, poor white people, Texans… (Alexis, Spain, 16) 
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Implications of the adolescents’ engagement with controversial issues 
In the adolescents’ view, the previous common discourses represent coherent and 
satisfactory explanations of the issue. However, each discourse is immersed in a 
web of meanings and contradictions not explicitly unfolded at first, which lead to 
question about their logics and functions. This section’ focus is on the consequences 
for the participants in taking up these discourses, and what the adolescents gain as 
they use them to explain the event. The analysis examines the implications of the 
adolescents’ discourses in terms of civic engagement, moral and ethical 
connotations/concerns, and the action orientation of each discourse; it is especially 
analyzed the discursive practices they use to explain the issue and the actions these 
discourses allow them to do.  
 
The necessary evil discourse 
The implications of this discourse are significant both for the number of 
participants using it, and for the possible consequences in regard of civic 
engagement. As exposed earlier, it centers in the functionality and appealing of the 
people’s characterization in selling a product. The characters and the situation 
itself supposedly lack of any message or ideological content, and the whole 
situation itself is only related to merchandising. However, the necessary evil 
discourse has more implications. There are different subtle discursive mechanism 
in this that seems to cover up specific attitudes and ideas toward social events. The 
silencing of the characters’ identity and the interactions, the supposed absence of 
sociopolitical messages, and the disclaimers of the event in causing any possible 
harm, suggest the normalization and disregard of social issues. 
 
The supposed neutrality of the issue and its characters seems to hide certain values 
and attitudes toward society and controversies. Initially, neutrality appears as a 
lack of interest in the situation, but also of inconsideration of some elements 
probably fostering conflict and unfair relations. They accept the stereotyping of the 
characters and in several occasions, most among Spanish adolescents, they deny 
these can be discriminatory or offensive; among these participants appear several 
disclaimers in this respect, as in the case of Gabriel who states that the event does 
not ridicule anybody, but represents correctly a community and promotes 
friendship. By this discourse, they also justify and normalize “the use of some 
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people to sell”, as Samantha and Jonathan said, for instance; is worth noting that 
the above might be related with the omission of the role of interactions, which 
entails possible meanings disregarded by these students. Besides, the focus on the 
impartiality of the issue suggest a lack of moral concerns and of acknowledgement 
of unfair situations; only some Mexicans as Carlos acknowledge bullying in the 
issue, but accept it as part of it though he values it incorrect. Most of this is implicit 
in the participants’ narratives, though there are some cases as Laura that explicitly 
sum up most of these assumptions:    
 
I don´t see any message here. Because I think that this is not discriminatory nor offensive. It 
just simply characterizes the characters in a proper way that there is a better understanding 
of the ad. Nothing to bother, zero, stop complaining! (Laura, Spain, 16)  
 
The borderline metaphor 
The in-depth analysis of the second major discourse delivers interesting results as 
it is mostly rooted in the event’s symbolisms. The analysis shows students more 
engaged with the situation, especially around the moral consequences of the 
projection of the event, as a mirror of the relationships between Mexico and the US 
and their immigration issues. For these students, the characters’ identity is clearly 
visible and important, as the possible messages within the actors’ interplays; of 
special interest to them is also the symbolism of Texas and the two flavour burger, 
which project the neighbouring of the two countries and the troubled past shared. 
These make them recognize certain consequences in the event, as for example the 
deal of subjection. They acknowledge that the inferiority or superiority of one side 
or another is under debate, aside from the individual position, as the narratives of 
cooperation and domination among countries. Above all, for them the situation 
primarily entails moral questionings about life and social responsibility, 
underlying the supposed portrait of Mexican-American relationships. 
 
The adolescents’ explanations navigate around different metaphors, analogies, and 
symbolisms functioning as discursive images of moral concerns, such as whether 
or not this event promotes discrimination, the moral lessons it teaches, and how 
the event can symbolically help to overcome or face historical common issues. 
However, these moral debates have implications in how students conceive and deal 
with power relations. In one level, Spaniards and Mexicans completely disagree on 
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discrimination: for the former it is not promoted and for the latter is; however, 
both argue that one situation or another rest in countries’ common past, as Isabel 
and 138 mentioned, accepting it as an indisputable fact. In examining their 
explanations, it seems that for them past differences resulted from peoples’ bad 
will and not from specific actions and events. In this order of ideas, past plays a 
significant role serving as a discursive mechanism to justify the adolescents’ 
assumptions and moral judgments. The past is used as a disclaimer to forget and 
forgive, as Isabel, Sofía and Clara affirm, avoiding and denying historical injustices.  
 
On another level, both Mexicans and Spaniards participants agree this event 
symbolizes moral lessons of life, which in turn involve values and attitudes toward 
life, history, and society. For Mexicans, as Alan points out, the issue metaphorically 
gives harsh lessons such as the lifelong American superiority over Mexico, leading 
to indignation but also to resignation -Alan accepts that is Mexico’s reality, it has 
been and it will be that way always. For Spaniards the event gives morals, teaching 
that even though past brings disunity, present positive values of cooperation and 
support overcome past problems; for them, as Clara affirms, it symbolically teaches 
moral values such as humbleness and tolerance, essential to be a good citizen. 
However, among these students there are some cases which from the inconformity 
of the situation, invite to engage and act: 
 
Because this is true, this is where the shoe pinches, our bitter reality. That is what it teaches, 
Texas was Mexico but now we have to suffer and cross the line using our former territory. This 
is a mockery to Mexicans, and is evident with the shorty and the big guy in boots. It shows us 
who’s ruling and who will do so forever. We should learn and do something… (Josue, Mexico, 
14)  
 
The secret plot discourse 
The students using this discourse appears overtly political, which encloses 
interesting implications in the ways they face the issue. This discourse’s logic rests 
in the search of bringing to light the secrets of the advertising and show its genuine 
purposes. For these participants the event is a conflict in itself, and manifests itself 
in the contradictory narratives coexisting in the issue, in the character’s interplays, 
and in the messages this convey. In terms of engagement, the students using this 
discourse appear informed and critical of the contexts and history that surround 
the issue; they seems clearly positioned toward the event, in the side of Mexico, 
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denouncing its stereotyping and America’s practices of power. Mostly through 
discursive mechanisms such as irony or sarcasm, the high school students shed 
light on the political intentions beyond the event, and focus on the true message, 
power/domination, that is supposedly hidden behind the false message of union. 
There is a moral implication in this as students assume that it is a misleading 
advertising and that, as Javier claimed, the designers are deceiving people with 
lies, covering up the truth.  
 
For these students it is also very visible that the issue is reproducing power 
relationships. They use characters’ appearance and interactions as analogies to 
exemplify the asymmetric relations, the discrimination and dominance of one 
country over the other; Carmen, for instance, affirms that the advertising is a 
metaphor of how the US deals with Mexican immigration and manage the 
relationship with Mexico. In sum, the comment of Guillermo clearly evince the 
complexity of this discourse: he critically challenge the idea of unity in the ad, 
identifying the conflicting narratives in the event, contrasting it with the true 
reason of countries’ unity supported in historical assumptions. She condemns the 
power of US over Mexico, accompanying the history of US colonization with the 
current immigrant reality, ironically calling into question the message of 
friendship; as he does that, he contrasts the two characters’ appearance which 
clearly activate in her emotional responses:  
 
It is kind of sarcasm, right? It says that we are supposedly united and we will always 
will…well, hello! Of course, due to territory and history…united cuz they colonize Mexican 
territory! And what about La Migra? (Border patrol) Friendship? Look…They characterize 
the US as a good-looking and tall cowboy; on the contrary, the Mexican is characterized as a 
midget wrestler so…you tell me what the real message is… (Guillermo, Mexico, 16) 
 
In the shoes of others 
The implications of this discourse are related to the aspects it primarily focuses, 
which are determining in how adolescents engage with the issue. For them the 
conjunction of narratives, the comparison between the issue’s portrait of reality 
and the reality itself, and the consideration of different perspectives are central. 
This determine that these students’ main concern is the complexity of reality, and 
consequently how the issue fails in integrate that complexity. They are deeply 
engaged with the issue and its interpretation. At the start they challenge the event 
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putting into question its components; for instance, Elena contrasts the ad’s 
prototypes of Mexicans and Americans to the diversity of what define those two 
cultures. Elena’s case exemplifies the main issue engaging these adolescents: the 
concern of simplify people, cultures, and reality in specific stereotypes and 
narratives. This come along with denounce of how this simplification justify unfair 
practices as racism and discrimination, which contradicts some possible narratives 
embedded in the event such as cooperation and friendship.  
 
These adolescents believe in the diversity of messages. They stand critically against 
the idea of one true message, given that they claim that the interpretation of the 
issue has to do with the specific standpoint from which it is observed. This 
statement has ethical implications as they believe no one is in the power of truth, 
and that the empathetic approach and the considerations of the others feelings are 
priorities in explaining controversial events, as Ana María affirmed in her 
comment. In sum, people using this discourse tend to challenge, casts doubt, and 
compare in order to critically approach to the event. For them the event is not 
neutral though neither balanced in favour of one side: it encloses a complex web of 
power which is not simply the domination of one over the other, but its 
reproduction in different levels. As the adolescents stated that people’s prototypes 
were limited, they considers their interactions are also a reflection of the exchange 
of roles. However, it seems that these participants are ambiguous in their 
positioning toward the event, going back and forth in the critic of the harmonic and 
power relations the event may represent. They navigate from considering both 
sides to not taking either side, as Ana María and Alexis. Mariana exemplifies part 
of this ambiguity in her explanation; she thinks “they” are historically joined but 
partially. The burger would represent that fragile frontier that unites the US and 
Mexico but can easily be torn down: 
 
In the past they were one land. They’ll always be united since they share a border thanks to 
Texas, but it doesn’t mean then that they fraternize. It was Mexican land, but then was stolen, 
so the burger would mean they are united, but as Texas, there’s always something that tears 







The present paper discussed the relevance of diversifying citizenship education 
contents, in advancing civic education and the students’ civic engagement. The 
study’s central proposal was that one way of analyzing and promoting youth 
engagement, is by the students’ exposure to alternative topics grounded in reality 
such as controversial issues. The findings show that the interaction with 
controversies enable students to make explicit their standpoints on social issues, 
as well as their engagement with the event throughout the elaboration of 
explanations. These explanations evince also their personal understanding of social 
norms, moral values, politics and identity. Also, in accordance with previous 
studies (Damico, 2009; Bermudez, 2012) the findings suggests that this task 
facilitates to some extent the questioning of the students’ personal civic 
engagement, permeated by the narratives and discourses available in their 
contexts.  
 
However, outcomes showed a strong trend among the adolescents in keeping with 
their own personal perspective on the issue, especially among middle graders from 
Mexico and Spain in both study’s tasks. Findings suggested some obstacles for 
students to explain the event, in accordance to other research finding strong 
difficulties in de-centering from personal perspectives to explain events related to 
culture and identity (Galinsky & Moskowitz, 2000; Quintana et al., 1999). First, it 
appeared that Mexicans would have less ability to de-center from themselves, 
possibly because the strong identity anchoring found in their narrative selection, 
which frames the advertising in a discourse of conflict with the United States. By 
contrast, the Spanish students would tend to explain the event from more de-
centered perspectives due to their lack of cultural identification; this specially 
among high school Spaniards who recognized two different types of narratives in 
the event. Second, although the acknowledgement of competing narratives in the 
event could allow the students to be aware of the complexity of controversial issue, 
it also could suppose the existence of tensions and contradictions in their 
explanation, hindering a better understanding of the issue.  
 
In this respect, the quantitative analysis of the adolescents’ explanations reaffirms 
the findings of the narrative identification task, showing an important difficulty 
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among a majority of the participants, middle graders mostly from both countries, 
in de-centering from their personal viewpoint and taking into account alternative 
perspectives of the issue; most of them reproduced the necessary evil discourse, 
which is mainly characterized by a superficial description of the event, leaded by 
the personal responses this produced in the individual.   However, as the analysis 
develops, findings differ from the results of narrative identification, as an 
important number of Mexican and Spanish middle graders and high school students 
detached from their own personal perspective, and acknowledge certain social 
consequences of the event, symbolisms, and a possible situation of subjection by 
the borderline metaphor discourse. 
 
Also, it was to be expected that the trend of the Spanish high school students 
exceling from the other participants will continue. However, there was no 
significant difference between them and Mexicans in the explanation task of the 
study. They both elaborated explanations gathered in the more complex discourses 
found. Besides, the Spanish adolescents’ acknowledgment of two different type of 
narratives, good neighboring and domination for instance, did not imply a problem 
or tension in constructing their explanations, on the contrary, they make sense of 
the issue by discourses that appears consistent, and satisfactory for them. In this 
regard, studies have highlighted the importance of analyzing how these discourses 
serves adolescents to make sense of the world, beyond the accuracy of the facts 
incorporated but the meanings discourses entail. All the foregoing demonstrate 
that as other research has shown, decentering from a personal perspective is quite 
difficult, no matter the personal identification of the individuals (Caruso et al., 
2006; Ruby & Decety, 2001). As the discourse analysis section showed, identity are 
relevant elements in the adolescents’ discourses but not determining, as they give 
sense to the social world as these elements linked up with more factors as the ones 
found in the discourse analysis.  
 
Discourses, civic engagement, and the making sense of controversies 
The results show four common discourses among the two hundred Mexican and 
Spanish participants’ explanations; the discourses allow the students engaging to 
the extent they feel comfortable with the issue, explaining it from different 
perspectives.  These mainly range from the inconsideration of narratives and 
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relationships of power and injustices, to its acknowledgement and denounce of its 
political, historical, and ideological basis, up to the global analysis of injustice’s 
causes, the empathetic sight, and the negotiation of power. The discourses involve 
the participants’ social understanding, intertwined with the ways they experience 
the issue from the moral, affective, identity responses this triggers in them, along 
with the positions toward possible situations of injustice.  
 
Similar to other studies’ results, these discourses may imply citizen profiles, 
assumed by the extent of awareness and type of explanations of the social issues 
(Westheimer & Kahne, 2006). In this logic, there is a majority of students acting as 
pragmatic and unproblematic citizens, delivering straightforward and descriptive 
explanations of the event, based on their personal experience with the issue, 
careless of the context. Another large number of students play the role of moral 
citizens, focusing on the symbolism of the issue and aiming at the metaphors of the 
moral conventions that supposedly drives the correct understanding of the event. 
Another group of students experiences the event from its political basis, acting as 
critical citizens, shedding light in the subliminal messages of reality, ideologies, 
and injustices. Finally a minor group of adolescents engages with the two parties 
in the conflict, acting as an empathetic citizen recognizing the unfair situations in 
the event for both sides, and pointing at the possible negotiations of power among 
those concerned. Beyond categorizing, the findings show trends of experiencing 
civic engagement, society and its contradictions, and how the adolescents can 
position themselves from different optics; the limitations of this study does not 
allow to analyze this aspect, though there is another study in course examining the 
adolescents’ positioning toward controversial issues. 
 
The results allows imply what types of citizen and civic engagement are beneath 
the discourses, but also leaded to question for the civic practices that are being 
portrayed as ideal and possible. The analysis also allows observation of the means 
they use to engage in the explanation of an issue, such as metaphors, extreme case 
formulations, moral evaluations, identity claims, historical references, and other 
discursive practices found significant in people’s making sense of reality (Edwards, 
2000; Edwards & Potter, 2003; Potter, 2001). These enable students to perform 
some actions, such as deny, justify, or take certain situations for granted; but also 
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evince the practices they probably consider as salient and possible in their contexts. 
For instance, the adolescents using the necessary evil discourse deny the conflict 
and underestimate a situation very sensitive, with high probabilities of causing 
misrepresentations, disagreements, and prejudices. At the end, even though they 
claim for neutrality, these adolescents seems to perpetuate a discourse of micro-
aggressions, while taking for granted bullying in advertisements. Thus, by the 
discursive practices adolescents use in this discourse, they seem to anticipate any 
qualm about the issue, and all together justify, normalize, and take for granted 
stereotyping and irresponsible practices in merchandising. 
 
For the students sharing the borderline metaphor discourse, the situation primarily 
entails moral questionings about life and social responsibility, underlying the 
supposed portrait of Mexican-American relationships. This drives these students 
think there is a written fate, which makes them accept the state of affairs, taking 
it for granted as something irrefutable. Besides, the silencing of the conflicting past 
is used as a mechanism to perpetuate power: the reference to the past legitimates 
the present. This is evident in the symbolism of Texas: even though it appears as 
an allegory of US domination over Mexico, in the past as in the present, it also 
remind participants of its unquestionability. Ultimately this use of the past, along 
with the moral lessons, lead to passiveness, disengagement, and social immobility, 
justifying and accepting the current state of relations among nations and the 
consequent asymmetric ties.  
 
The high school students using the secret plot appears at first glance a good 
example of critical citizen. Nonetheless, their statement may have two 
consequences: first, the problematic of defining what the truth is and what the 
valid interpretation of a controversial event is; and second, the danger of a 
polarized and biased interpretation that may reproduce what it has been 
denounced: partiality. The first imply initially a moral problem, as is the definition 
of who has the authority to define what is the true version, and the exercise of 
power to proclaim it. This, in relation to the second concern, entails the difficulty 
of raising a valid and solid explanation grounded in one perspective; there is a 
trend among these students in centering their narratives in what they believe the 
true message is, based on their personal political beliefs and historical assumptions 
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of the relationships among Mexico and the US. Besides, it seems that they are 
reproducing an Oppressor-vs-Oppressed narrative template, disregarding other 
variables such as culture, economy, or accurate historical references, simply 
putting each character in the preset role. This template seems to function together 
with the adolescents’ affective responses, triggered whether they are culturally 
alluded or not, projecting a complex interaction between a major discursive pattern 
and own subjective impulses in the explanation of the event. 
 
Something similar occurs with the “In the shoes of others” discourse. The 
implications of this put into question the same questioning these students make, 
since as the event fails in integrating the complexity of reality. They fail relativizing 
the variety of interpretations, together with the references to history, probably 
thus legitimizing power relations and injustices; the premise of interpretation over 
the message might seem a way to neutralize what this can convey. This also brings 
the questions on how a discourse can be constructed over the idea of power 
negotiation, considering situations such as the troubled relation between the US 
and Mexico which give limited scope for negotiation. The study demonstrate that 
discourses appear as effective means for adolescents to make sense of social issues. 
The discursive practices they use are also complex; in some cases permit the 
perpetuation of the unfair situations embedded in the issue, and in others allow 
students to challenge them. The study also shows that discourses are efficient tools 
to understand and analyze the adolescents’ meaning making process of reality, 
integrating the various factors involved in the participants’ interaction with the 
event.  
 




Citizenship, Positioning and the Explanation of 
Controversies 
 




What it takes to disassemble our conventional notion of citizenship? In the last 
decades, different studies have risen around this idea, bringing up important 
criticisms on the inadequacy of the worldwide mainstream idea of citizenship, the 
Western paradigm (Haste, 2004). For several scholars, this paradigm not only does 
not correspond with the citizens’ new realities of the twenty-first century, but hinders 
the democratic stem of the concept and of societies’ democratic development (Knight 
Abowitz, 2002; Knight Abowitz & Harnish, 2006; Trotta, Jacott & Lundgren, 2008; 
Wallerstein, 2003). The conventional model of citizenship characterizes by being 
strongly Nation-state based and national identity oriented; this tend to reproduce a 
rigid civic framework built for social, ethical, and civic guidance (Osler & Starkey, 
2001; 2005). The put into practice of this model entails prerogatives for the citizens, 
as the commitment of its reproduction.  
 
In this terms, citizenship translates in a set of privileges and obligations that seeks 
to engage people in the rollout of democracy. These entitlements embodies legal 
rights and social norms, public and private practices, and symbolic reenactments to 
follow. People are required to vote for authorities and pay taxes, engage with the 
community, and being socially responsible as individuals (Parker, 1996); also, to 
behave properly in society, learn the common history, respect national symbols and 
commemorate civic and historical founding events (Billig, 1995; Brubaker, 2006; 
Westheimer, 2007). These practices give the entitlement of being a citizen, be 
respected and recognized by the other community members, and to be protected by 
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the State. However, there are other subtle practices the citizens are required to 
internalize in order to fit into the group, regarding socialization and language: social 
discourses, intangible daily practices, mental frames, and preset behavior. People 
navigate society through different discourses, values and beliefs that condition 
personal stances toward specific situations; thus, individuals are immersed in a web 
of interactions in which preset positions, representing what is possible and correct 
for citizens, are expected to be taken (Fischman & Haas, 2012; Knight Abowitz & 
Harnish, 2006).  
 
This suggests it is through positioning that individuals internalize and perform 
citizenship. Accordingly, citizen’s rights and duties concern the series of positions, to 
appropriate by oneself or assign to others, deemed as valid to make sense of the social 
world in a determined society (Bamberg, 1997; Davies & Harre, 1991). Positions are 
the discursive devices individuals use to manage social and interpersonal relations, 
embodying the entitlements available in terms of actions and beliefs (Harre, et.al., 
2009; Harré & Langenhove, 1991; Korobov, 2010). In this sense, in aiming at 
reconfiguring the conventional notion of citizenship, the analysis of the positions 
individuals use to interact and explain the social world appears appropriate and 
necessary. The present study’s keen interest is in discussing the relation between 
positioning and citizenship, a very relevant field with scant studies that may shed 
light in the ways the individuals conceive citizenship and perform civic engagement 
 
Citizenship education, positioning and morality 
People is expected to learn how to be responsible citizens mainly by the civic 
education the State offers through the school. There, the students learn contents 
centered in the political system, law, and national history; this provides explanations 
of the social evolution and its sociopolitical institutions, at the time that determines 
peoples’ identity and history (Brockmier & Harré, 1997; Westheimer, 2007; Haste & 
Bermudez, 2017). According to research, civic education design also follows a 
supposed cognitive adulthood measurement which treat students as pre-adults, unfit 
and disqualified individuals awaiting to grow up to become citizens (Levine; 2010). 
Besides, civic education set the moral guidance in society, by providing the students 
of the correct social values to internalize, and the exemplar role models and practices 
to pursue (Haste, 2010). In this sense, civic education regulates who integrates the 
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community, who is accountable, and what are the valid values and positions expected 
to engage in society (Carretero, Haste & Bermudez, 2015; Haste, 2010).  
 
In this sense, civic education set discursive boundaries of membership, entitle or 
disentitle people for action, and delimit the positions to appropriate. Studies 
demonstrate that the education in citizenship is both cognitive and moral, and that it 
is not exclusive to civic education but common to Social Studies in school (Haste & 
Abrahams, 2008). A clear illustration is the teaching of history, a strong pillar of 
citizenship, which reinforces the community by the recount of shared past (Bekerman 
& Zembylas, 2012; Haste & Hogan, 2006). School history’ explanations are generally 
rooted in the logic “Us vs them”, positioning the community characters at the 
limelight of explanation, and the foreigners in the background of the story (Carretero 
& Bermudez, 2012). The historical subjects are also positioned in moral terms: the 
national historical characters are positioned as the agents driven by just causes, while 
the other is positioned as the negative party hindering the nation’s emancipation and 
progress (Bar-Tal & Teichman, 2005; Perez-Manjarrez & Gonzalez, 2014). By this, 
school history delineates what is inherently common and what is alien to the 
community, but most importantly, who is historically positioned as social agent, 
holding the moral position of authority and justified to act.  
 
Role models such as historical characters play a very important role in youth 
education, and help to understand how school create cultural stereotypes to set the 
norms of membership, social positions, emotions and morality. On one part, as 
certain historical characters gained freedom for the nation, they are positioned as the 
founding fathers; the supposed rights they secure in the past for the country are 
ascribed to the co-nationals in the present, who have in consequence to pledge respect 
and gratitude as members of the community. On the other, these characters are 
positioned as heroes, cultural stereotypes serving as role models and representing 
the nation. Historical narratives ascribe entitlements and moral values to these 
cultural stereotypes, with the expectation of serving as moral guidance, and provoke 
affects and emotions (Banks & Banks, 2009; Barton & Levstik, 2004; Carretero, 2011). 
Ultimately, social characters like these embody the set of accepted and pursued 
positions in societies, with the inherent affects and morality, serving to position and 
recognize the community, and to recognize and assign positions to the other groups 
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in specific situations. 
 
At the end, positions are embedded in social role-models, cultural stereotypes, social 
discourses, and in multiple cultural artifacts people interact with in their life (Harré 
& Langenhove, 1991; Harre & Scolum, 2003). Youth is especially exposed to the 
mainstream set of positions in every space of interaction, either inside or outside the 
school; they are required to appropriate them in order to socialize and explain their 
society. Nonetheless, it cannot be assumed that students neutrally consume these 
positions, as indeed they negotiate knowledge, emotions and morality regarding the 
interaction and explanation of the world (Bermudez, 2012). The role of civic 
education in fostering the students’ awareness of cultural stereotypes and social 
positions has not been fully explored, much less the personal process of construction 
of positions to interpret them; yet, findings show the influence of civic education in 
students in promoting the reproduction of conventional contents, social discourses, 
more than critical scrutiny (Torney-Purta, 2002a). The above warrants investigation 
in order to actively respond to the criticism toward the inconsistencies of the 
convention model of civic education in not providing the tools to become responsible 
and critical citizens.  
 
Citizenship, positioning and controversial issues  
Reconfiguration of civic education involves reconsidering the concept of citizenship 
itself. As explained earlier, citizenship entails the attribution of certain prerogatives; 
however, little research exist inquiring on the origins and implications of these 
privileges. On the one hand, it seems that these have been taken for granted, as if 
they were a regular product of the supposed typical democratic development; by 
contrast, some studies show that citizens’ prerogatives respond to the exclusion of 
others of these rights, and conceal relations of power in society as social demands 
and struggles (Haste, 2010). On the other hand, while it is true that these rights 
creates cohesion and brings stability, this system also constraining people into a rigid 
set of positions, entitlements, and values, dedicating them to the reproduction of an 
existing social structure rather than fostering critical participation and agency 
(Condor, S. & Gibson, 2007; Fischman & Haas, 2012).  
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In this sense, it is worth asking where this set of prerogatives come from, moving 
from the maintenance of citizenship privileges, own personal rights and duties, to the 
promotion of critical citizenry toward privileges and positions taken for granted in 
society. Certain models of citizenship, such as those oriented toward social justice, 
have suggest this turn (Cochran-Smith, 2009; Westheimer & Kahne, 2004). These 
models posit that critical citizenship involves not only being personally and socially 
responsible, but also capable of critically analyzing the circumstances that promote 
privilege and inequality in the personal context and the larger world. Along with this 
is the questioning of the positions that legitimate those privileges and maintain a 
situation of injustice, as the search of those that confront unfairness and posit 
equality. This stress the importance of experiencing new meaningful knowledge both 
inside and outside the classroom, giving the space for autonomous understanding and 
meaning construction, facing society through the lens of social justice, plus the 
development of civic skills, moral reasoning, and self-agency (Carretero, Haste & 
Bermudez, 2015).  
 
Although there is a strong interest in diversifying civic education, there has been 
reluctance and scant opportunities to consider this in the classroom (Damico, 2009; 
Davies, 2005; Hess, 2011). For instance, discussion on topics such as global warming, 
abortion or other controversial issues have typically been avoided in curricula, as this 
entails sociopolitical discussions supposedly not appropriate for schools (Hess, 2008; 
Grasek, 2007). Conventional civic education denies teaching social issues, or in any 
case presents interpretations within its parameters. That fosters that students tend 
to explain controvertible events by stereotyped notions of history, society, politics 
and culture, and from the position of particular hegemonic discourses (Fischman & 
Haas, 2012). This obstructs the students’ critical thinking, fostering apathetic stances, 
moral prejudices, and positioning over distorted social images (Goldberg, 2013) 
 
Still, there is some evidence of the students’ interest on lively social topics and the 
positive outcomes in learning on controversies. In surveys, the students describe 
themselves as comfortable debating them, especially those related to freedom, peace, 
war, and conflict, as this also activates their moral concerns and emotions in the 
process (Bermudez, 2012; Davies, 2005; Damico, 2009). Studies also found that 
discussing controversies facilitates the search for alternative interpretations to 
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traditional school contents, and an understanding of the multiple meanings that can 
be embedded in an issue (Damico, 2009). At the end, debating heated issues expose 
young learners to situations of injustice that can make them aware of their privileges, 
the causes of inequality, and the positions involved in this type of events (Haste, 
2010). The above is a core element in citizenship education that require exploration, 
in the idea that by discussing social issues, the students are able either to legitimate 
or delegitimize the positions their contexts offer toward this kind of situations 




The foregoing discussion shows the relevance of addressing citizenship education 
from the positioning theory approach. It is a field relatively few explored with 
dynamic paths to delve into with much to offer (Friedland 2007; Haste, 2004; 
Hausendorf & Bora, 2006). Positioning analysis in civics allow examination of the 
social and civic discourses available in society, and the inherent positions created to 
understand the social and become good citizens. It also concerns the study of the 
positions individuals construct to explain society that in turn makes them engage in 
different ways with it. The former has led to interesting studies on citizenship 
discourses, yet with a scant approach to positioning (Bamberg, 2006; Harré & 
Moghaddam, 2003). The latter has been poorly analyzed, tough is also significant for 
citizenship education as it involves examination of the discursive devices students 
use to make sense of multiple topics. 
 
The last aspect takes center stage in the present paper, as it is discussed the role of 
positioning in the students’ explanations of social issues. The study of controversial 
issues is an emerging trend in civic education, and has yielded invigorate research 
and promising results; however, the studies are few, and they are inexistent from the 
positioning angle (Hess, 2009). The present study aims to analyze how students make 
sense of contested events, in the basis of the variety of positions they construct, and 
in relation to personal feelings, morality, and sociohistorical knowledge. For this 
purpose, the study takes up the positioning theory approach of Harre’s and 
Langehove’s (1990), specifically the scheme of first and second order positioning. In 
sum, this scheme distinguishes between the positions that state a relation of 
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authority or power, accepting it to some extent, and those that challenge it and try to 
revert or neutralize it. This categorization is relevant as the expectation is that the 
students’ explanations expose what they see as problematic, unfair and unethical, 
then defending or confronting the authority, privileges, and entitlements involved in. 
 
The study examines the explanations of adolescents from different countries about 
The Texican Whopper, a controversial advertising of the multinational fast food chain 
Burger King Co (see annex 2). This advertising campaign, an original idea of Burger 
King Spain, was selected as it represents a conflicting event by which participants can 
make explicit the conflicts, relations of power and entitlements they see at stake. The 
ad caused a vivid diplomatic discussion over cultural discrimination between Spain 
and Mexico in 2009, triggered by the use of stereotypes and national symbols of 
Mexico. The Spaniards designers depicted Mexico and the United States through 
national stereotypes that exaggerate physical characteristics, supposed folklore 
culture village, and mocking-oriented interactions. This situation allows examining 
how the participants interact with cultural stereotypes, as the analysis of how 
adolescents make sense of a contentious issue through the explanations they offer, 
the positions they assign, as well as the affective responses, sociohistorical references, 
and moral implications resulting therefrom.  
 
Instrument design and implementation 
The study was conducted through a playful questionnaire about the Texican Whopper, 
inquiring about the different perspectives from which the participants explain the 
social issue (see annex 3). Its design was assessed by the interrater evaluation of five 
experts on citizenship education, psychology, narrative, and methodology, who 
evaluate the representativeness and credibility of the sample. The implementation 
consisted of two parts: first, the participants watched the advertising campaign, a 
poster and a video, and then they answered individually the questionnaire. The 
present study examines the data of the third question of the questionnaire, which 
asks the students to explain what the event is about, the story and possible messages: 
“A friend sends you a Facebook message asking for help with a homework assignment. 
He asks for your opinion about this campaign, the story and messages in it. You tell 
your friend that: ”. The data resulted from this question allows examination of the 
 137 
positions students construct to explain the event, and the moral, affective and identity 
variables involved in. 
 
Implementation took place in regular classrooms on school grounds, and all 
procedures received approval by the authorities of both high school institutes in 
Mexico City and Madrid, and were supervised and endorsed by the four citizenship 
education professors who lend the groups and school hours. All the self-reported data 
was collected via the questionnaires given on hand at the moment of the 
implementation. Prior to analysis, all the questionnaires were transcribed verbatim 
and coded for qualitative examination. 
 
Participants 
Two hundred adolescents participated in the study, one hundred students from each 
country’ capital city (Mexico City, Mexico, and Madrid, Spain). They were divided into 
two different educational levels, given one middle school group of fifty 13-14 years 
old students, and another high school group of fifty 15-16 years old students per 
country. All the participants came from a similar middle class socioeconomic 
background, with parents with coincident professional careers. The participants are 
also enrolled in similar type of schools based on students’ pro-active learning, and 
both institutions in Mexico and Spain had salient notes in governmental evaluation 
in regard of the student’s democratic learning.  
  
Analysis 
The analysis conducted is in accordance with research using positioning analysis from 
discursive psychology, which dissect the peoples’ accounts in different levels deep, in 
search of the positions and discursive practices individuals use to make sense of a 
given event (Bamberg 2006; Barkhuizen 2009; Edwards & Potter 1992, 2005; 
Korobov, 2010; Potter & Edwards, 2003). Positioning analysis has being widely 
consider in social sciences, and has being successfully implemented in studies of 
gender, sexual identities, therapy, memory and reconciliation, and communication 
(Aberdeen, 2003; Murakami, 2007; Bamberg, 2004; Fahlgren & Sawyer, 2011; Harre 
et al 2009; Moghaddam, Harré, & Lee, 2007; Phillips, Fawns, & Hayes, 2002; 
Moghadam & Harre 2007; Harré, et. al., 2009). Positioning analysis has also gained 
interest in conflict resolution studies and education, however they are incipient 
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(Harré, et. al., 2009; Moghaddam, Harré, & Lee, 2007); in this sense, the present 
study is an effort in advancing in this field of analysis in civic education.  
 
The relevance of positioning analysis to citizenship education on controversial issues 
relates specially to understand engagement and critical thinking. This analysis gives 
the possibility of deeply analyze the multiple ways people explain and engage from 
their own stances, with issues significant for their civic development. In contrast to 
the concept of role, the position is not a fixed portrayal or performance to act and 
think in a particular situation, but the own reflection rooted in own background 
toward a given event (Harré & Van Langenhove, 1991). Positioning theory posits that 
the individuals are exposed to social dynamics, interactions and positions available 
in their context, with which they engage in and from which they build up the world 
(De Fina et al., 2006; Ofreneo & Montiel, 2010). In this terms, positioning analysis 
allows studying the positions created and taken in social events, interactions, and the 
ways these sustain people’s explanations (Bamberg, 2004). In this process, they take 
some conventions and privileges for granted, bringing to the particular situation their 
personal experiences, beliefs and values, which reflect the multiple positions they 
have been engaged in and exposed (Davies & Harré, 1990).  
 
The present analysis takes the Willig’s discursive approach to positioning (2013) (see 
annex 1). The premise is that as people construct and assign positions, they explain 
the world from the location of these discursive locations, negotiating certain 
privileges or limitations inherent. (Edley, 2001; Hollway, 2001; Korobov, 2010). In 
this process, they legitimize or delegitimize these positions, in order to create an own 
scope of explanation (Harré & Moghaddam, 2003; korobov, 2010). This is akin to 
Harré and colleagues positioning approach of the accountive and performative 
positioning (Harré, 2009; Harre & Van Langenhove, 1991); the accountive position 
establishes a position of authority, which can be hegemonic, and the performative 
position put this act as a subject of challenge or revision. The analysis allows access 
to what is subtly stipulated as possible for people, which in turn outlines the limits 
of interpretation and practice, and what can be felt, thought, and experienced from 
within various positions (Bamberg,2007; Willing, 2013) 
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The analysis inquiries what positions the participants establish in their narratives, 
what explanations these positions make available for them, and what the implications 
are for stablishing these positions. The study especially examines the variety and 
functions of adolescents’ positions, focusing especially on the positioning shifts and 
the discursive devices used for that aim. For these purposes, the analysis divides into 
two stages:  
 
1. The analysis of positioning in the explanation of controversial issues. The focus is on 
the positions the participants assign to the characters, and the explanations derived 
from the type of positioning. In tune with positioning analysis studies (Bamberg, 
2007; Barkhuizen 2009; Harré & Moghaddam, 2003; Harré & Slocum, 2003; Korobov, 
2010), this stage examine the discursive construction of positions and explanations, 
identifying the variety of positions among the participants. The positions are divided 
using the scheme of first and second order positioning (Harre & Van Langenhove, 
1991), considering the differences between these two main groups, and describing 
their features.  
 
2. The analysis of the implications of positioning in the explanation of controversial 
issues. This is the in-depth analysis of the consequences of establishing different 
positions to the characters, in regard of the entitlements in terms of morality, 
emotions, and history in specific contexts. (Harre & Van Langenhove, 1991; Willig, 
2013). This analysis also responds to the questions: who is entitled in the event, in 
what ways these position serves to entitle or disentitled? This traces the positioning’ 
functions in explaining the contested event, as well as the discursive practices the 
participants use to adapt their explanations, such as denials, avowals, claims for 
identity, and differentiation, among others (Antaki, Condor, & Levine, 1996; Edley, 
2001; Edwards & Potter, 1993; Hollway, 2001; Potter, 2003). It is also analyzed how 
the positions and discursive practices allow the participants to negotiate explanations, 
positioning and repositioning the characters, in order to accept, defend, or confront 
the privileges, entitlements and situation of inequality they see available in the 
controversy. Finally, this stage takes a closer look of the emotional responses among 
the participants while they explain and assign positions in the event.     
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POSITIONING AND THE EXPLANATION OF THE CONTROVERSY. FIRST 
ORDER POSITIONS 
 
1. The position of functionality 
One of the most salient positions relates to seeing the event solely inside the 
advertising world, where the use of stereotypes is commonly accepted in the pursuit 
of catching people’s eye and sell. The adolescents sharing this position believe the 
characters are accurate and representative of both countries, positioning them as real 
portraits of Mexicans and Americans; in this venue, the students take the characters’ 
nationalities for granted, avoiding making direct references of countries or identities:  
 
Yeah, totally as Rey Misterio, they all look the same... and the Marlboro man, the same 
– haha - all cowboys... they nailed it! The cowboy is in the limelight and the poor shorty 
does not have spark! Haha. It makes fun of them, OK, but I do not believe it ridicules 
anyone; instead, it entertains and motivates you to try the burger. (Javi, Spain, 16) 
 
Because with these you can really identify them, their look, clothing and height, but it's 
kind of exaggerated… the rancher comes out well but I cannot say the same for the 
squat wrestler… I find this offensive though they do catch the eye, because they do and 
that’s their purpose so…whatever (Ana, Mexico.14) 
 
There is visible that these characters cause emotional reactions on Javi and Ana, 
either offense or amusement. However, they end up positioning the wrestler and the 
cowboy as neutral characters, mainly because students consider they are reliable and 
successfully accomplish their aim; this also led them to position the characters as 
efficient instruments of merchandising. These positions allow the participants to 
explain the event by its functionality as an effective and unbiased advertising product, 
based on harmless characters that only meant to fulfill their function. However, 
despite the stress in its profitable functionality and impartiality, Ana and Javi 
narratives suggests the higher profile and leading position of the Marlboro man, and 
the secondary and the understated position of the poor shorty and squat wrestler. This 
put into question the neutrality of the event and of the participants taking up this 
position.  
 
2. The position of the bully and the victim  
Interestingly, another recurrent position among the adolescents relates the event to 
situations occurring in their regular contexts of socialization. For these students the 
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event represents injustice and abuse, and the characters’ relations portray what these 
look like for the participants in their interpersonal experiences. They interpret the 
characters’ interplays as a series of peer aggressions and unfair practices in the 
school or between neighbors, especially focusing on prejudices and bullying. Hence, 
the American is positioned as the bully and the one pretending to be the Mexican as 
the victim:    
  
One is tall and the other is dumb, a plump guy and a skinny sheriff just like the movies, 
haha! They look like that guy that beats up the other in the school break; haha! It seems 
like they are going to fight, and the difference of height is really big… the cowboy is 
going to beat him up big time…that’s not correct but,  C’mon! It was made with a touch 
of fun and nothing more, it's just a joke (Iago, Spain, 14)  
 
The positions of the victim and the aggressor take different shapes in their 
explanations. In Iago’s account, the aggressor is positioned as the dominant party in 
the event, in regard of his height and strength; the wrestler, by contrast, is positioned 
as underdog, weak and helpless against the other. On another level, the event is 
placed in a context of next-door neighbors that is easily extrapolated to national 
grounds; the case of Michelle is illustrative and noteworthy, as she positions the 
characters as neighbors, and projects their interplays as the relations between Mexico 
and the US in regard of their migratory issues:  
 
It is like they are neighbors… he comes to our home with no problem, but when we 
want to go visit, there is the issue. Because they show our history…They have always 
say that they are the “good neighbors” but they have never treat us right, they built 
walls and humiliate us in their country. When Mexicans wants to cross the border, they 
sent “La Migra” (Border Patrol) and beat them up badly. Gringos do not need to do that, 
the emigrants are good hard working people they do not deserve that, they’re innocent… 
(Michelle, 16. Mexico)  
 
For her, the event shows the incongruity of migration: some people can emigrate 
easily and other do not. This makes Michelle to indirectly position the American as 
the privileged emigrant and the Mexican as the unprivileged emigrant. Besides, the 
American is positioned as a bad neighbor and hypocrite by not being consistent with 
his sayings; she also assigns the position of the immoral aggressor to him, violent and 
racist by the way the Americans treat immigrant Mexicans in the border and inside 
the US. The Mexican, in turn, is positioned as an economic emigrant, vulnerable, as 
well as an innocent victim unjustifiably assaulted. Overall, the students’ positions 
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allow them to explain the event as a situation of bullying unfolded in different 
contexts, where abuses, mockery, good and bad intentions blends in a set of 
interactions among specific individuals. This explanation has a strong anchor in 
reality, as the students also project the event into the migratory issues between 
Mexico and the US, using the position of bullying in helping understand the unfair 
practices this involves and the implications of these problems.  
 
3. The position of dominance and resignation 
The third salient positioning centers in how domination is managed and portrayed in 
the relations between Mexicans and Americans. The students’ perceptions of this 
event are mainly grounded in cultural idiosyncrasy and behavior, and focus on the 
ways the characters held, perform, or internalize domination in their personal 
conduct. In this view, the event is highly loaded of inequality and the characters are 
not neutral nor equal but mostly driven by the positioning of superiority versus 
inferiority; the American represents the position of the dominant and the superior, 
while the Mexican represents the position of the inferior and the subordinate:  
  
To me it reflects the attitude of superiority and arrogance of the American toward the 
Mexican, as you see in the news today… They are not equals…The cowboy seems cold, 
haughty, while the wrestler looks easygoing, not doing any harm to anyone. Although 
the cowboy tries to be nice in the video, he has this bad attitude since the other opens 
the door, looking downward at him with disdain, seeking to domain –it’s in his veins! 
However, the shorty seems to let him do it! I don’t get it (Sara, Spain. 16)  
 
It seems legit to me, since it is a way of saying that they are bigger and therefore 
superior as the burger is. The Mexican appears inferior because he is tiny as his burger, 
that’s it… Mexicans are always looking at them with idolatry for their developed 
culture, sports, movies… consuming all their trash, what they left, so I am not surprised 
that he has the tiny burger…this is cultural. (Juan. 16 Mexico)  
 
For these participants, the exercise and acceptance of power are evident in the 
characters’ attitudes. The American is arrogant and held his position of dominant; the 
Mexican is compliant and gives up his power to the other. Sara seems to be surprised 
with the wrestler’s attitude of accepting the Cowboy’s bad manners; by this she 
implicitly ascribes him in the position of submission. In turn, she positions the 
Cowboy as the dominant, but also as haughty and discriminatory as his attitudes show 
the disdain to the other that is opening his house to him. For Juan, the wrestler’s 
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attitudes speaks volumes of the dominated. The wrestler serves Juan to construct the 
position of the complicit victim, representing those subordinate Mexicans who, in 
their subordination, praise the cultural development and superiority of the Americans.  
 
In this regard, for these students the event is the expression of the domination in 
practice, legitimized, culturally accepted, and executed by the two sides. In this way, 
they explain the event by the positions of superiority versus inferiority, but more 
significantly, by the position of subordination, passive acceptance, and 
internalization of the power. For Sara, and Juan specially, the Mexican conveys the 
position of the resignation of the subordinate, still, is judged as the good party, while 
the American depicts the position of the ruler, though as an unethical superior. This 
explanation have interesting implications in the ways students assign positions while 
explaining the event, as their understanding of the event interlace with the 
participants’ personal moral judgments.     
 
4. The position of the invader and the resister 
Finally, another outstanding position excelling in adolescents’ explanations relates 
the event to the conflicts between the US and Mexico. For these adolescents, the event 
evokes the historical struggles between the two countries, showing the US attempts 
of dominance and the actions Mexicans have taken to not be controlled. In the 
participants view, the characters’ interplays mirror simmering conflicts, in which the 
cowboy is positioned as the oppressor, the actor seeking to control the other and his 
environment; and the wrestler is positioned as the threatened, the occupied aiming 
to withstand the external shocks. This is visible in Pablo and Mariana describing the 
arrival of the cowboys to the wrestler’s apartment: 
 
No way they like each other, they struggle… The cowboy seems controlling and the 
wrestler, I dunno… I think not all the people in Mexico are like the short one, they have 
differences and are unafraid… It is like, all is set so the cowboy can control the 
apartment, he even puts his horse in the living room! The other is like always, alert, 
with his Lucha Libre custom in case he needs to fight, haha, I mean, like all Mexicans 
with the Americans, always ready to resist their control, defend the homeland, and take 
away his burger! Haha! (Pablo.Spain.16) 
 
They´re joking, right? It's like if we were to forget the black history of US and Mexico 
with a shiny happy meal. They called it after Texas but… to whom belonged in the first 
place? For centuries the Americans have tried to control Mexico, and we have resist the 
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best we can…I don’t buy this! I mean, look, he is invading his place… when installing 
in the house, the Texan replaces the Mexican´s objects with his own, emphasizing his 
patriotism. (Mariana, Mexico.16)  
 
The adolescents find difficult to accept that the event represents cooperation or 
harmonic relations among countries; instead, it represents a farce made to hide the 
history of US attacks against Mexico. On the one hand is the characterization of the 
Mexican as a tinny wrestler, which for the students such as Pablo represents a false 
and offensive stereotype of the Mexicans. On the other, for these students is evident 
that there aggressions portrayed in the situations occurring the event, as there are 
high-loaded symbolic elements within the advertisement. For instance, Texas remains 
them of the historical passages where the US stole lands from Mexico, as Mariana 
remembered; besides, the cowboy supposedly displacing the wrestler’s belongings 
with his own is an example of America’s interventionist actions. The American is then 
positioned as a burglar and an invader, trying to colonize and to reaffirm his nation.  
 
Although Pablo and Mariana suggest the wrestler may seem weak, they indirectly 
position him as a fearful victim trying to resist to some extent the efforts of 
domination of the other character. For instance, the wrestler’s clothing serves Pablo 
to position the Mexican as an agent aware of the danger, asserted by the supposed 
historical attitude mentioned by Mariana, of the Mexicans resisting for centuries the 
domination of the US. Finally, it is interesting noting that in different moments, the 
characters are both positioned as patriots, one aiming to take control of the other’s 
house, and the other trying to defend his sovereignty against external aggressions. 
This rationalizations allows them to construct the positions of the good patriot and 
the bad patriot, being the Mexican the good patriot resisting and defending his 
homeland, and the American the foreign invader justifying colonization by means of 
patriotism. At the end, they explain the event as a reflection of the struggles between 
the invader and the occupant, the US and Mexico, where two different types of 
nationalism clash, implicitly one being more valid for the students than the other.  
 
SECOND ORDER POSITIONING TOWARD CONTROVERSIAL EVENTS 
 
There are three other positions among a minor group of adolescents that convey 
distinct approaches to the controversy. These positions express opposite 
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interpretations to the most salient positions, and to some extent contradicts and 
challenge them, calling into question the mainstream assumptions derived from, as 
participants constructing these counter-positions and repositions ask for alternatives 
to make sense of the event.   
 
5. The position of the hidden messages and the voice of the oppressed  
This position centers in the possible sociopolitical intentions the event conveys, 
taking special attention into the causes and purposes of using the characterizations. 
The adolescents using this position point out the contradictions of the event, as they 
allege that it is supposedly intended to deliver certain messages, but at the end it is 
given others opposite. These students primarily call into doubt the supposed 
neutrality of the characters’ portrayals, as they shed light on the constant emphasis 
in positioning the wrestler as inferior; by contrast, they emphasizes the Mexican 
characters’ limelight in the explanation. Rocío states all the above clearly:  
 
The campaign looks funny because they share their tastes even though they are from 
different places. Those guys supposedly show that but… there is much emphasis in the 
Mexican being shorter and weaker, although he is in fact stronger than the other… this 
is politics, is like showing who’s in charge and who’s powerless… but at the end they 
end up doing the duties the wrestler wants…he is the man of the house, no matter what 
the cowboy pretends… like it or not…  (Rocío, Spain. 16)  
 
Rocio considers that the Mexican’s characterization responds to some political 
interests in showing him inferior, although facts contradicts the supposed lack of 
power of the wrestler; she states that in the heart of the matter, the Mexican is 
dictating the rhythm of the interactions. She positions the Mexican as the leading 
actor, the man of the house deciding what duties they most do, despite the American’s 
intentions. In the same line, students as Rodrigo denounce and put into question the 
characterization of the Mexican character, recognizing that he is being insulted but 
he is who do best out of the deal, in contrast to the American: 
 
This is a false Mexican stereotype. The wrestler is presented as a little bit inept, since 
he cannot do some things and the cowboy can. He is being bullied, but at least he’s 
strong and not a tall skinny guy - haha! They might think the American’s image comes 
off well, but no – haha - they lose twice for being racist with this crap, and weak and 
worthless! This is how they see us and define, exactly what they think a true Mexican 
is…but they’re completely wrong, we´re not that Mexicans…  They mocking us because 
they are mad that we cross the line… They label us as needed persons, urging for their 
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greatness and help, but the truth is that if we cross the border is in pursuing decent 
jobs…cuz they need our work as much as we need the jobs, they need us…“Wetbacks”? 
At least Mexicans have the pride of looking for opportunities… (Rodrigo, Mexico, 16)  
 
In Rodrigo’s view, the American is responsible of a double aggression: against 
Mexicans and Americans themselves. He positions the American both as an aggressor 
by making this advertising, with implicit discriminatory intentions, and as a 
disempowered character by his own characterization. In contrast, he acknowledges 
the Mexican’s position as the aggrieved but not as disempowered; by this, the 
Mexican student introduces an interesting element in the explanation. He makes 
assumptions on the causes of the American making this ad and for being troubled by 
the Mexican presence, and at the same time he gives voice to the Mexican purposes 
and reality, positioning him in the foreground. 
 
Rodrigo positions the American as an intolerant, angry about Mexicans being crossing 
the US border seeking for jobs; simultaneously, he positions the Mexican as the 
trespasser, a kind of pioneer who leaves his home in pursuing a better life. With this 
he ennobles the figure of the Mexican, projecting the character in a cultural scale, 
and positioning him as a dignified emigrant. Rodrigo ends up highly valuing the 
Mexican emigrant as necessary for the US, placing the figure of the “wetbacks” in a 
positive and revaluated position, contrary to how is commonly used as to humiliate 
them in the American social context. At the end, they make sense of the event as 
contradictory and hiding sociopolitical intentions involved in the ways the countries 
interact and are portrayed, and in the own conflicting messages the stereotypes 
supposedly carry, giving the opportunity to give voice to the assumed disempowered 
actor.  
 
6. The position of negotiation and power  
This position centers in the tensions inside de event, and the possible implications 
these tensions entail in terms of control and power. The students take special 
attention to the interplay of characters’ interactions and the set of positions that come 
into play in relation to negotiation of power. In the first place, these students see the 
event as an insult for both nationalities, as the countries’ depictions are inappropriate 
and demeaning; both characters are positioned as equals, as they are similarly 
stereotyped. This, however, does not exclude the struggle for command:  
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Look at this! The stocky midget wrestler versus the skinny sheriff...ha! Both are being 
played! I do not like it... You can recognize people like that, okay, but there are others... 
hardly all the people from those countries look like them. At the beginning it looked to 
me like the Mexican is shown as inferior in opposition to the Texan, but then is more a 
push and pull between them, they support and dominate each other so to speak… you 
can say is a win-win situation… though… well, in fact no one wins but who defines the 
rules of the game, who gets the money of this prank… Maybe it was created to show 
which nation is the superior, but at the end they give and take, they seem to find a way 
of not ride roughshod over the rights of the other… I dunno…is like there is something 
above that makes them come to a truce… there is domination but not submission…. The 
US has not always been able to controlled Mexico… they kick the gringos out once, isn’t? 
(Adrian, Spain, 16) 
 
On one side, the students see the characters’ interactions as the negotiation of forces 
in the series of interplays, where both are positioned as the ruler and the dominated 
at times. However, their interactions are beyond the supposed identities they 
represent; for them, control and subjection are evident but not only from one to 
another but from the top to the bottom, that is, the students acknowledge there is an 
external agent that is defining the characters’ characterizations and interplays. As 
Adrian says, the event may portray a trade-off situation between characters, but at 
the end, there is a third agent which is positioned as the true ruler, implicitly 
referring to the company and the designers.  
 
The character’s interactions also portrays the historical battle for control among the 
two countries. The adolescents recognize there is an intention to show America as the 
superior nation, albeit no one let oneself govern by the other. For Adrian, there is also 
an alternative vision of the historical struggles between Mexico and the US, which in 
his view have been permeated by give and take and ultimately a negotiation, instead 
of looking a plane relation of domination and submission. The students’ explanation 
of the event entails interesting shifts in the perception of the relations among 
characters and nations, and how power can be negotiated. They place the explanation 
in two contexts: one of merchandising, where the characters are both ruler and 
subject, but the intentions of the true ruler are beyond the supposed nationalities’ 
interplay of power; and another where the event is an ambiguous battleground where 
Mexico and the US exercise power, both gaining victories and are being defeated, and 
that ultimately their even forces, or something above, may possible to negotiate a 
truce.  
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7. The position of exchange, conciliation and partnership 
Finally, the last position see the event as a space of possible cultural exchange and 
collaboration. This presents a critic regarding the limitations of the conventional 
depictions of cultures, bringing out the diversity inside every culture, and the 
different elements involved in cultural interaction. They put into question the 
accuracy and intentionality of characters’ depictions, challenging the univocal 
interpretation of cultures, and to emphasize the complexity of cultures and cultural 
dialogue. In these participants’ view, the characters intent to convey something in the 
ways they are portrayed and in their interactions, but at the end the stereotypes show 
their limitations in representing the diversity of both societies, and bring to light their 
negative implications such as the discrimination toward one or another:  
 
They are getting along pretty much, but the stereotypes say another thing…something 
event racist… why not portraying them in another way? There are so much portraits of 
them… That seems to me stereotyped and discriminatory. It associates a country to a 
square model of culture -the typical American cowboy and the Mexican wrestler. I do 
not get it…and alright, the burger is OK, but Americans eat tons of Mexican food too! 
In fact, they consume a lot of Mexican culture, that’s what comes with being neighbors 
and migration for hundreds of years! It has not been always fighting but sharing, 
cultural exchange… at the end I thought they made a lovely gay couple, well, you know 
what I mean…They support each other aside their weaknesses… overcoming the past 
troubles of their countries and discrimination for the sake of collaboration and 
respect… (Patricia, Mexico, 16)    
 
Patrica claims for the recognition of diversity within the American and Mexican 
societies, and the different set of relations they conduct among them. She uses the 
symbols in the event to position them as intimate neighbors. Patricia realize that the 
burger is not enough to portrait the cultural exchange among Mexican and Americans, 
and uses the metaphor of food to evince the strong uptake of Americans of Mexican 
culture. In her view, the absorption of culture is not univocal but in two ways, being 
equally influence by each other’s customs and traditions. She emphasizes this by 
bringing out the symbolism of the frontier and its positive connotations. These 
elements serve Patricia to posit an egalitarian ground for both of them, aside a 
supposed historical domination of one over the other, and depicting an alternative 
and more equitable way of relation for them. All these allows them to explain the 
event as a cultural encounter which can be difficult but also beneficial and promising. 
In this sense, she also positions them as an alternative couple, a gay couple which for 
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her represents a more just and respectful relationship, bearing what they have best 
and making themselves stronger from their weakness, overcoming prejudices and 
supposed inherent conflicts related to their nationalities. 
 
THE IMPLICATIONS OF POSITIONING IN THE EXPLANATION OF 
CONTROVERSIES 
 
This section examines the implications in the use of positioning to explain 
controversial event. The analysis regards the moral, emotional and sociopolitical 
connotations the positions have, within the story they built around the contested 
event. This analysis takes a special focus on the discursive practices students use to 
explain the controversy, in tune with the positions they assign to the characters.   
 
First order positioning 
The position of functionality.  
The students using the position of the real portraits, posit that the characters are 
reliable depictions of Mexicans and Americans, effective and harmless marketing 
tools. The adolescents’ statements relies on two main concepts: neutrality and 
functionality. The supposed neutrality makes that any cultural element or social 
reference integrated in the event loses its meaning, as its only aim is to accomplish 
its function. In this respect, the position helps to represent the event as socially 
isolated, enclosed within its own logic and merchandising context. This suggests at 
least two discursive actions related to the assignation of positions and the resulting 
explanation: avoidance and legitimization. The claim of neutrality allows the students 
to avoid the possible contradictions and negative messages inside the event, silencing 
the social implications of the stereotypes. Neutrality and avoidance are also related 
to the legitimization of some practices. They take for granted the supposed 
impartiality of the event and therefore underestimate some possible negative actions 
involved with it. In the participants’ explanations some disclaimers are visible, 
anticipating and justifying certain actions such as stereotyping that, although they 
judged as morally wrong, they end up legitimizing and justifying it as normal in 
merchandising.  
 
They also seem to avoid the emotional reactions the event provokes in them, and the 
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possible emotional consequences the event has in other people; ultimately, the 
students place the emotions and the social significance as unimportant or secondary. 
However, the students’ affective responses linked up with the characters’ identity, 
seem to contradict the statement of neutrality. Ana and Javi clearly believe the 
characters impartially represent Americans and Mexicans, yet, they also advert that 
the wrestler does not come out well from the characterization, which makes them 
react emotionally and realize something might be wrong. At the end, they solve this 
contradiction avoiding, using a disclaimer to defend the unbiased functionality of the 
characters.  
   
The bully and the victim  
The participants construct the position of the aggressor-abuser and the victim in 
order to explain the event as a series of aggressions, where some abuses can be 
disguised as harmless interplays between peers. Interestingly, this position unfolds 
in different layers: for one part, it displays in the positions of the school aggressor, 
the bully, and the victim, the bullied. These positions allow the students to explain 
the event in a personal level, close to their personal experiences, enabling them to 
suggest their own positioning toward this type of peer interplays in school. For 
instance, Iago’s emotional reaction toward bullying is one of egocentric let-it-go 
blended with amusement. This shows disenchantment but also the use of two 
discursive practices: justification and normalization. With laughter, Iago justifies 
bullying by means of an innocent joke, at the time that normalizes it as something 
harmless widely present in culture, such as movies; this student, ultimately, takes 
school abuses for granted. The explanation of Iago have interesting moral 
implications, as he first entitles the bully, then acknowledges that bullying is morally 
incorrect, though he finally disavows the aggressions and legitimizes these as 
innocent and funny; it is noteworthy that he judges negatively the action but morally 
justifies the position the ascribes to the American. 
 
For another part, the position of aggressor/victim unfolds in symbolic terms, as the 
American’s positions represent the unfair, strict immigration policies of the US 
against emigrants, and the Mexican’s positions represent the harsh consequences of 
these immigration policies in the emigrants’ experiences. The different positions 
deployed in this respect allows an explanation of the event highly attached to 
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countries’ reality, and also show the interplay of entitlement and disentitlement. The 
victim-aggressor positions unfolds in ways that the disentitled actor can be entitled 
and vice versa. Initially the American is entitled as dominant aggressor and privileged 
emigrant, while the Mexicans is disentitled as underdog and vulnerable expatriate. 
Later, the American is disentitled as being bad neighbor, hypocrite and immoral 
aggressor and racist; in opposition, the Mexican is entitled as an innocent victim 
entitled to emigrate for economic reasons. This interplay in defining who is 
accountable involves interesting moral implications and discursive practices. For 
instance, Michelle positions the Mexican as the emigrant victim of the US 
immigrations policies, and in doing so she morally legitimizes the emigrant, ascribing 
him the entitlement to emigrate, legitimizing his actions given the moral component 
of these –the pursuit of a better life. 
 
Dominance and obedience 
The position of dominance and accepted subordination enables the students 
explaining the event as a contract, in which both parties agree on the terms of relation. 
For these students domination and subordination are deeply rooted in our practices 
and attitudes; this is visible in one character’s arrogant behavior toward the assumed 
inferior, therefore adopting the position of the dominant, and in the other character’s 
attitudes in consciously adopting the position of the proud subordinate. This 
positioning rests in the idea that domination is strongly grounded in cultural 
assimilation, reflected in two discursive practices: normalization and justification. 
The conceit of the dominant culture in taking for granted its superiority, and hence 
assuming its imposition to others as normal, and the own normalization of the 
assumed inferior culture in accepting the cultural assimilation, therefore justifying 
for himself the internalization of the dominant culture. 
 
It calls the attention that for these students, the attitudes of supposed self-perceived 
supremacy of the Americans, and self-assumed submission of the Mexicans, are 
generally accepted and normalized as inherently cultural. Sara, for example, claims 
that the haughtiness of the Americans is in his veins, as Juan claims similarly that 
obedience and the praise to the dominant is cultural for Mexicans. By this 
rationalizations, both justify domination and take as normal -cultural- relations of 
power that are socially and historically constructed; ultimately they legitimize 
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domination, even though they find this unfair. In this venue, it is interesting 
examining the students’ emotional reactions, moral judgments and nuances in 
ascribing positions to the cowboy and the wrestler. For instance, they position the 
Mexican as the subordinate and complicit victim, though their emotional responses 
are attached to him, in the sense that these led them to morally position him as the 
good agent, though compliant. The same occurs with the American, which attracts 
bad emotional reactions of the students, especially of Sara, and even though they 
recognize him as in command, they judge him as unethical and incorrectly in behavior. 
This position, overall, allows observation of the complex relation between moral, 
emotions, and positioning in the adolescents’ making sense of this controversial event. 
 
The invader and the resistance 
The participants using this positioning appear to raise the situation as an intractable 
conflict. Every interaction between the characters, and their characterizations 
themselves, portrays a latent clash between irreconcilable positions. For these 
students, this entanglement has different levels –historic, sociocultural, 
interpersonal- that make it seems unlikely to reach harmonic relations, let alone to 
come to dialogue; this is visible for them as one character is keen on controlling the 
other and this character, aware of the threat, is unwilling to lowering the guard. The 
position of the invader and the resistance also functions as a mechanism of self-
entitlement for the characters, as in the participants’ view both find their claims valid 
in regard of looking after their nations.  
 
Accordingly, the position of the good patriot seems to synthesize this claim by two 
discursive practices: justification and legitimization. For Pablo and Mariana, both the 
Mexican and the American find their actions as justifiable as necessary, as they both 
have to speak for their nations and defend their interests. Similarly, in the 
participants’ positions both characters consider their patriotism morally legit, no 
matter the violent consequences of their practices. Nonetheless, in this interplay of 
positions the students’ affective responses come into play in the ascription of 
positions; initially, they raise an identity claim against the incorrect stereotype of 
Mexicans’ identity; in turn, they stand for the different types of Mexicans, as Pablo 
says. Also, for the students the situation as is set is outrageous since it perpetuates 
the control of the American, which they judge disgraceful; in opposition, they give 
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high value to the Mexican’s patriotism, as he is morally entitled to defend himself and 
his homeland from the external aggressions. This brings identity as a significant 
factor, in the interplay of morality and emotions involved in the attribution of 
positions, which seems to permeate the explanations of these kind of events, as 
reflection of broader conflicts present in the social context of the participants.  
 
Second order positioning 
 
The hidden messages and the voice of the oppressed 
The position of the voice of the oppressed helps the students telling a story of 
conspiracy, overlapped messages, but also of marginal actors making his voice heard. 
For the participants, there are evident sociopolitical motivations driving the use of 
these characterizations. They explain the event by its contradictions and hidden 
intentions in two levels. First, they claim that the ad basically intents to present 
harmony and support, but both the stereotyping of countries and the characters’ 
interactions bring to light the intentions of discredit and showing the Mexican lacking 
of agency in the political arena. And second, although they pretend to position the 
Mexican as inferior, throughout the event he is the one who decides the course of 
interactions; above all, the participants believe this is a political revenge for Mexican 
migration. Both Rocio and Rodrigo states this enthusiastically, constructing a set of 
different positions to support this belief. 
 
The participants use mainly two discursive practices for the explanation: blaming and 
identity claiming. In sum, the event is created to defame Mexicans for immigrate to 
the US, and to make clear who is in charge; this argument allows Rodrigo to 
delegitimize the event, and blame the Americans for the aggressions, being morally 
incorrect and discriminatory. This also enable participants to emotionally claim 
against false interpretations of identity, and reposition the Mexican in the foreground. 
In this regard, both Rodrigo and Rocío seem to let the position of victimhood behind 
and empower the Mexican. The event itself allows Rocio to reposition the Mexican as 
an active agent, entitled and accountable of the actions taken during the event. The 
claim of identity also allows to ennoble the Mexican, dignifying the definition of 
“wetback” legitimized as a brave trespasser, an honorable emigrant seeking for 
opportunities; by placing the event in the immigration issue, the students give high 
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value to the Mexican, as being essential for the US economy. Overall, this 
demonstrates how positions can be assigned at different planes of interpretation, 
allowing to position and reposition the actors depending the approach of explanation.    
 
The give and take position: power and negotiation 
This position help the students to approach the event as an even match, a space of 
negotiation characterized by the positioning and repositioning of the social actors. In 
this case, they think the surface of the event may imply univocal subjection, but as it 
evolves they see power is at stake. In students’ view, the characters’ depictions may 
show that one is dominating the other, but by contrast their relations evince that 
interaction is determined by give and take; this positions the cowboy and the wrestler 
as equals, as they both are able to neutralize or respond to the other’s actions. The 
position of equal ground has interesting moral implications, as it entails similar 
forces but also being similarly bullied and disentitled. This idea is visible in the strong 
emotional identity claim Adrian makes against the characters’ portrayal; by this 
discursive action, he acknowledges that they might be recognizable but not accurate 
of all the people in both countries, in fact, he complains about Mexicans and 
Americans being ridiculed. This position the event as ethically irresponsible and 
morally questionable for using this type of strategies and get money from this prank.  
 
The second conclusion they reach is that the struggle for control is more complex than 
one country against the other. The above relates to the consideration that this event 
is not only important by the tensions it portrays but by what interest is defining what 
is allowed in it. The students acknowledge a third party positioned as the real winner, 
which is above the characters’ agency and end up getting the upper hand; they are in 
an equal ground because someone is above, ruling them. Finally, if both have even 
forces but both are being played, it is worth asking who is then entitled in this 
situation. The implications of this rationalization led to imply that either these 
participants challenge the conventional exercise of power, one dominating and other 
being submitted, and how this can be negotiated; or even legitimize the structural 
web of power where there is an above that constrained the identities of below, which 
are disentitled and unable to call into question who define the rules of the game.   
 
Conciliation and partnership 
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This position gathers what some students think as possible alternative relations and 
interpretations regarding the explanation of the event. They start calling into 
question the accuracy and legitimacy of these countries’ characterizations, as of the 
own concept of culture and cultural exchange the event presents. In their view, the 
reality transcends these stereotypes, as the negative relations portrayed in their 
interactions. Secondly, they bring in the experiences they know of what is 
representative of Mexicans and Americans relations; while it is true there are 
historical conflicts, misunderstanding and prejudices, they also describe other 
positive relations, taking up the symbolism of the cultural exchange at the frontier 
and the food. With this, they conduct two discursive practices in order to represent 
the alternatives they see possible: they challenge social assumptions, legitimize 
alternatives, justify diversity and exemplify dialogue.  
 
Patricia seems emotionally touched by what she considers social misconceptions. 
First, she challenges the negative ideas related to migration and the border between 
Mexico and the US, presenting examples of both peoples sharing and exchanging 
culture, cuisine, and customs. This allows her to legitimize positive connotations in 
the issue of migration, as to normalize cultural exchange as part of being neighbors. 
These discursive practices also enables her to reposition the Mexican and the 
American as intimate and dialogic neighbors, and even repositioning the American as 
culturally influenced. Finally, she takes up the message of friendship, supposedly 
being at the surface of the interpretation of the event, to wonder on more respectful 
and ethical relations, depicted in the position of the gay couple. In her view, maybe 
mirroring the prejudices of being a gay couple, this type of couple embodies what she 
sees as morally positive in the event, and challenging in terms of calling into question 
the exercise of power as the basis to relate with others, both being entitled to conduct 
respectful relationships. 
 
CONCLUSIONS AND DISCUSSION 
 
This study presented the positioning analysis of the students’ explanations of 
controversial issues. As mentioned, this is a field little explored but vibrant in what 
it can contribute to citizenship education research; the results show particular 
discursive devices key to understand the functioning of youth’s civic skills, and the 
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ways young learners employ these to make sense of events significant for their 
development as citizens. In tune with previous positioning analysis studies (Bamberg, 
2006; Korobov, 2010) outcomes demonstrate that positions allow students develop 
their explanations driven by characters, which both embody social discourses and 
beliefs and perform the rights and duties, they see possible in their contexts. The 
analysis reveals the roles of positioning in formulating personal satisfactory 
explanations of social issues; these regards from establishing social significance, 
attribution of entitlements, to the mediation of sociohistorical knowledge, emotions 
and morality. 
 
Positioning enable to frame the explanations in particular contexts and interplays 
socially relevant for people. In the study, the positions portray situations that 
facilitate the construction of meaning in the explanations, in the basis of the personal 
experiences and social understanding of the students; examples are events of school 
abuse, migratory discrimination, or long-lasting historical conflicts between the two 
countries depicted in the characters. The positions evokes history, harmonic and 
conflicting relations, as well as morality, emotions and the cultural background that 
surround the participants’ knowledge. In this regard, the participants in the study 
interact with the event by using seven types of positions, which led to addressing the 
controversy by three main positioning approaches to the Texican Whooper, 
schematically divided in: factual, sociohistorical and intentional.  
 
The factual positioning provides straightforward explanations about the purpose of 
the event, centering in its supposed neutrality and functionality in the marketing 
world, and in the reactions this causes in the audience of consumers; the clear 
example is the position of functionality. The sociocultural positioning characterizes 
by explaining the event by the projection of historical conflicts, power interplays, and 
social beliefs around the relations between the United States and Mexico. This 
positioning permits display an explanation in multiple layers: migration issues, 
historical battles, political hidden messages, cultural discrimination, among other 
social discourses available in the community of the speaker; exemplary positions of 




Finally, the intentional positioning yielded explanations seemingly from the 
participants’ personal background. Explanations extrapolate individual experiences 
and peers interactions, delving into the attitudes and intentions of the characters. 
These also set closer, intimate interpretations of the event’s messages within a 
broader context, but with the nuances of the personal look; this is visible in the 
positions of the bully and the victim, and the dominance and the obedience where the 
participants get deep in the characters attitudes, untangling the sociopolitical 
intentions and messages behind these. The three explanations tend to interlace, 
especially the sociohistorical and the intentional, as the participants use different set 
of positions while consider different levels of explanation, and go back and forth in 
the argumentation. Overall, results show that the participants are mostly aware of 
the conflicting messages the event entails, construct complex and meaningful 
explanations, and most importantly, that they engage in the making sense of the 
controversy. These are important remarks in terms of finding ways to foster the 
students critical thinking and citizenry, and it is hoped this motivate other studies in 
advancing this field.  
 
As previous studies (Harré, 1991; Harré & Moghaddam, 2003), findings also 
demonstrate that positions concede the authority to define who is accountable. 
Among the first order positions there is a clear univocal way of empowerment; the 
American cowboy is entitled as the dominant agent, privileged in his own right, while 
the Mexican wrestler is the party disentitled to act and claim any right in the event. 
The American embodies the position of the ruler in full scope, as a bully, invader and 
oppressor; he represents the aggressor, careless, racists, admired but also repudiated. 
The Mexican, instead, is majorly positioned as the passive and disempowered victim 
that tolerates aggressions, agrees with own submission, and in a minor degree, the 
occupied victim that resist to some extent the total control of the oppressor. However, 
second order positions show a different trend, less univocal and more dialogical and 
negotiation-oriented, being both characters positioned and repositioned in their 
entitlements depending on the context.  
 
In one moment, they are positioned as equals, either for both being ridiculed or for 
their even forces; in another, the American is disentitled due to his unethical practices 
and discriminatory attitudes, while the Mexican is entitled as a justified and dignified 
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emigrant and true ruler in the event. In sum, the participants’ positions shows how 
positioning serves to mediate power in the controversy, ascribing or removing 
entitlements. Outcomes also show that the act of entitlement is grounded in the 
interplay of positioning and repositioning. In the first order positions, entitlements 
mostly remain immobile, with some few hues: the American is the oppressive 
dominant, respected but positioned at times as immoral; and the Mexican is the 
dominated victim, underestimated though positioned as resistant to a minor extent, 
and honored. In contrast, in second order positions entitlements are negotiated; in a 
first moment, they recognized one level of entitlement, dominant and dominated, but 
then the participants either reposition the characters as equals or shift entitlements 
among them. 
 
Interestingly, findings show that most of the repositions rely on the participants’ 
moral assessments, on the acts and ideas they judge unacceptable, unfair, or 
unjustifiable. Essentially, what make students questioning and challenge one position 
or idea, is related to how unethical this appears to them. In general terms, there is a 
significant interconnection between positioning and morality; morality plays an 
important role in establishing positions, as well as these positions help express the 
participants own emotions and values, and those they judge essential in society. The 
analysis shows the great importance the students give to emotions and morality in 
explaining the event, their concern in embodying their feelings and moral judgments 
in the positions, as well as the effect of the students’ affective responses have in 
maintaining or shifting one character’s position. 
 
Explanations are routed in a set of positions mostly driven by dualities (victim and 
bully, right and wrong, legit and unjustifiable) that lead to interpret the event as a 
moral matter.  The participants’ explanations are permeated by the belief of ending 
solving a moral dilemma or disclosing the moral of the story; in this venue, positions’ 
enable the students in finding a moral answer or posit a moral statement on the issue; 
mostly what is morally right, what is unfair and what is just. Finally, emotions and 
morality make the students engage in explaining an issue, settling the moral question 
on the issue, and making explicit the parameters of ethics and justice they consider 
for social life. This demonstrate the positive role of emotions and morality, in youth 
civic engagement and social issue’s explanations, in contrast to some voices 
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suggesting the opposite (Lavine, 2003). However, future studies analyzing the 
different role of morality in positioning appears relevant and necessary to expand 
this knowledge.  
 
Finally, it is worth stressing the role of history in the explanation of social issues. 
History demonstrates to be a strong foundation in the majority of participants’ 
explanations in the study; historical references and historical personal beliefs cement 
most of the students’ assignation of positions, providing a multilevel approach to the 
explanation, as engage them in the process. History is also significant in the moral 
valuation of the characters and the assessment of the event as a whole; they contrast 
what it reflects in the present and what have been occurring in the past between the 
two countries, as for instance in the migratory issue. One questioning about is 
whether their historical knowledge and beliefs hinders or benefits the students civic 
skills, promoting rigid positions toward own community and against others, or 
empathetic approach to distinct identities, stories and beliefs. New studies are 
necessary to bridge the gap civics, history and identity, as also being an incipient path 
providing interest results in which I have made already a small contribution (Study 
six of this dissertation). 
 
This is closely related to how people understand identity in relation to history and 
citizenship. The analysis conducted allow observation of the significance of identity 
in certain participants’ positions, both as an own claim or as a complaint against 
inappropriate representations of identities. Identity claims appears triggering 
questionings about implicit intentions in the event, power relations, but also 
defending alternative ways of belonging and recognition. In some expected cases, 
some Mexican participants construct the explanations from the collective voice of “us” 
or “we”, making explicit their belonging. However, there were other students, both 
Mexicans and Spanish, that used identity claims to reject unfair practices as 
stereotyping, discrimination, or the reduction of diversity to one model of identity. 
Findings demonstrate, in tune with other studies, that self-positioning is beyond the 
self-reference in first or third person, as it refers the act of positioning themselves 
vis-à-vis the event, implicitly or explicitly take up the positions one is establishing in 
the explanation.  
 









“History on Trial” The Role of Moral Judgments in The 
Explanation of Controversial History 
 




This study discusses the relevance of morality in the adolescents’ explanations of 
controversial history. It presents outcomes of a discourse analysis of the narratives 
of two students from Mexico and Spain about the Conquest of Mexico. The analysis 
examines the structural characteristics of the participants’ accounts, finding that the 
students’ historical explanations interlace personal historical beliefs, moral 
concerns, and socially constructed values. The outcomes show the array of discourses 
and moral judgments that allow the participants to construct the Conquest as a 
moral event, highlighting the functions of moral judgments in portraying the 
Conquest as beneficial and acceptable, through justification of colonization, 
assignment of blame, and normalization of violence in the explanation of history. 
Finally, the importance of morality to historical understanding is discussed, as well 
as the implications for teaching history and moral education. 
 
Introduction 
What is at stake in making sense of history? As researchers have found, the answer 
is first and foremost located within a moral framework (Kello 2016, Kinloch 1998, 
Llingworth 2000, Salmons 2001; Yeager, Foster, Maley, Anderson & Morris III, 
1998). The moral significance of history has been recently acknowledged, although 
by few studies and not without criticism (Alvesson & Kärreman, 2000; White, 
1975/2014). This perspective involves three substantial facts: that the main issues 
in historical research are functionally moral; that historians’ intentions stem from 
their cultural background and personal morals; and that history, like any other 
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narrative, is a moral account in itself (Koselleck, 1985/2003; Salmons, 2001; White, 
2009).   
 
The foregoing has important implications for the teaching of history. Although little 
research has been conducted in this respect (Llingworth, 2000; Salmons, 2010) the 
lively educational debates that have taken place have yielded important insights. 
On one side, scholars such as Llingworth (2000) stress the valuable 
interdependence between morality and history in education, claiming that just as 
history teaching is driven by moral goals, moral development is linked to the 
process of history learning. On the other side, some scholars resist recognizing the 
value of morality in the teaching of history, as it could foster historical 
misunderstandings (Denos & Case, 2006; Peck & Seixas, 2008). 
 
Despite this controversy, there is agreement on the relevance of the association 
between history and morality in how people understand the world. Both history 
and morality are experiences of life mediated and interconnected by cultural 
narratives. Several studies have highlighted the importance of narratives in the 
representation of past and present experiences, and their role in structuring moral 
life (Day, 1991; Day & Tappan, 1996; Haste & Abrahams, 2008; Tappan & Brown, 
1989). In this sense, as people narrate history they express their morality (Gergen 
& Straub, 2005); thus, the construction of personal historical narratives results in 
the recollection of historical facts, and more importantly in the sense-making of 
the past (Bruner, 2004; Garro & Mattingly, 2000). This sense-making of history 
involves the construction of narratives that in accounting for past events, provides 
meanings and understanding that fulfill personal and collective needs regarding 
emotions, morality, and identity (Haste & Abrahams, 2008; Somers, 1994). The 
present study seeks to address earlier approaches to history and morality, aiming 
to bridge the gap between the two fields.  
  
Historical narratives: past and morality in the construction of collective 
meaning 
 
In pursuing collective meaning and understanding, societies make use of the past 
as a strong psychological and sociocultural glue. It is represented as the common 
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social foundation and mediated by historical narratives. Likewise, in most 
countries these accounts are integrated into one master narrative intentionally 
constructed to articulate the events significant to a particular culture (Wertsch, 
2000). The master narrative is mainly taught in schools as national history, and 
provides students an explanation of their nation’s origins in addition to guidance 
for ethically integrating into its society (Billig, 1995; Westheimer, 2007). 
 
Several studies have analyzed the historical narratives available to youth in their 
educational environments by attempting to draw connections with the students’ 
historical understanding (Barton, 2012; Barton & Levstik, 2004; Carretero & Voss, 
2012; Stearns, Seixas, & Wineburg, 2000; Wineburg, Mosborg, & Porat, 2001). This 
research also provides insight into young learners’ beliefs and judgments about 
history. The findings show the influence of morality on students’ historical 
explanations; among students from a broad range of age groups, historical 
explanations are notably centered more on intentions and judgments than 
structural reasoning (Carretero, Jacott, & López-Manjón, 1995). There is also 
evidence of moral responses in students’ explanations of historical figures, when 
these figures are judged or portrayed as representations of moral values (Barton & 
Levstik, 2004). 
 
These findings manifest the value of analyzing the morality underlying student 
historical explanations. This is relevant for moral and historical education, as the 
development of historical understanding entails, for example, that students 
acknowledge that the ideas, beliefs, and values of the people of the past developed 
from specific historical contexts; however, little research has been conducted in 
this respect (Foster & Yeager, 1998; Lee & Shemilt, 2011; Yeager, et.al., 1998). Also, 
few studies have analyzed student historical narratives as a process of engagement 
and sense-making, rather than repetition of grand historical narratives; such an 
analysis entails examining the personal construction of history as a process that 
calls not only for knowledge but for meanings, emotions, identity, and morality 
(Bermudez, 2012; Hammack, 2008). Thus, the present study aims to discuss how 
morality functions in students’ historical accounts. For this purpose, analysis of the 
structure of narratives can cast light on the interconnections between history and 
morality. 




The structural characteristics of historical narratives 
There is a vast literature analyzing historical narratives, and narrative in general 
(Bamberg, 2012; Bruner 2004, 2010; Carretero & Bermudez, 2012; Hammack, 2011; 
Garro & Mattingly, 2000; Georgakopoulou, 2006; Gergen & Straub, 2005; Rudrum, 
2005; Werstch, 2000; White, 2009). On the basis of this research, the present study 
posits that there are three main structural characteristics that determine the global 
functioning of historical narratives: the framework of narrative patterns; the 
discursive articulation; and the narrative’s moral fabric.  
 
The framework of narrative patterns enables insight into how meaning is 
structured. These patterns are schematic templates that mediate both the 
representation of historical events and their social significance (Wertsch, 2008); 
they also structure cultural accounts conveying common historical motifs and 
values. For instance, studies conducted in different countries show that in students’ 
national historical narratives, there are common narrative patterns such as anti-
colonial struggle; the birth of the nation is depicted through the historical motif of 
the pursuit of freedom, which is guided by values such as bravery, courage, and 
loyalty (Carretero, 2011; Wertsch & Karumidze, 2009). Likewise, patterns of values 
are attributed to particular historical characters, and their actions are morally 
judged (Carretero, Lopez-Manjon & Jacott, 1997). 
The second salient characteristic is the discursive articulation of the narrative. 
Several studies illustrate the array of discourses involved in the explanation of a 
historical event, and suggest the moral values inherent to each discourse. For 
instance, the explanation of the nation’s origins invokes multiple discourses: 
firstly, there is a patriotic discourse explaining the significance of battles that were 
fought for national liberation (Carretero, 2011); and secondly, a threat discourse 
that creates the figure of a foreign enemy who endangers the country (Wertsch & 
Karumidze, 2009). Both discourses are often accompanied by a gender discourse 
that portrays the nation as a caring mother, nurturing her children and expecting 
the same nurturance in return (Mayer, 2000; Yuval-Davis, 1997). Hence, while 
people may not be historically accurate, these interconnected discourses provide 
them with compelling explanations.   
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The foregoing also shows that there are different moral values associated with 
historical narratives, such as heroism, respect, defense, and care. Although not all 
are explicit, every narrative has an implicit moral subtext. Studies have shown that 
any historical narrative is rooted in the context and worldview of its construction 
(Koselleck, 1985/2003; White, 2009). Therefore, the historical facts and characters 
in a historical narrative, as well as the valuations of these, mirror a specific group’s 
moral system and intentions (Blatz & Ross, 2009; Levstik, 1995). The latter refers 
to the moral fabric of the historical narratives, the web of implicit and explicit 
moral values and judgments underlying people’s historical accounts. Although this 
structural characteristic has been acknowledged, there is a lack of research on the 
function of moral judgments in historical explanations and its relevance for the 




The above theoretical discussion raises important reflections on the ways morality 
and history blend together in understanding of the past. These concern the type of 
cultural narratives available for interpreting the social world, but most importantly 
the personal construction of historical understanding and personal moral 
judgments. The latter has fostered very little research; moreover, some studies 
even indicate that morality can be an obstacle to the development of historical 
understanding, while very few suggest the opposite (Denos & Case, 2006; Lee & 
Ashby, 2001; Seixas & Peck, 2004; Von Borries, 1994).  
 
The present paper’s focus is not on whether morality hinders or benefits cognition 
but rather the possible roles of morality in the sense-making of history. This study 
specifically analyzes the functions of moral judgments in the explanation of 
common history of students from different countries; to this end, Spanish and 
Mexican adolescents’ historical narratives of the Conquest of Mexico are examined. 
This historical event was selected due to its relevance for both countries: it is the 
core topic in their common history and one of the main themes in their school 
curriculums, with lively and often prejudiced disputes about the consequences of 
Spanish colonialism in Mexico taking place among the people of both countries. 
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Instrument design and implementation 
The study was conducted through an individual semi-structured interview about 
the Conquest of Mexico. Instrument design involved a pilot interview consisting of 
fifteen questions, based on an examination of the most frequently occurring 
curricula on the topic, such as can be found in high school history textbooks 
available to students in both countries. The pilot interview was assessed and 
validated by a group of four experts in the methodology of historical education, and 
conducted in Mexico City and Madrid with the participation of four students per 
city. Afterwards, the semi-structured interview was designed to address six topics 
the students showed the most interest in during the pilot interview: general 
representation of the Conquest, its causes, location, characters, war phase, and 
consequences (see annex 4).  
 
The interviews took place in regular classrooms on school grounds in both cities, 
with one-and-a-half hours devoted to each interview. Implementation consisted of 
the participants’ explanation of the six topics, with each asked to delve into their 
historical knowledge and moral concerns. The present study analyses the data of 
two interview questions: How do you imagine the encounter between indigenous 
and Spaniards? and Why did the Conquest take place?, both of which yielded 
significant information on the role of morality in historical explanation.   
 
Participants 
The participants were forty sixteen-year-old students with similar middle-class 
backgrounds and schooling from Madrid, Spain, and Mexico City, Mexico (twenty 
per country). This study presents an in-depth analysis of two student narratives: 
one from Alex, a Spanish boy, and another from Michelle, a Mexican girl. Their 
narratives are representative of the findings of the forty interviews, concerning 
how morality functions in the students’ historical explanations; they often use 
moral judgments to explain history, both explicitly and implicitly, and utilize the 
most common discourses found in the forty interviews to convey their moral 
valuations and historical understanding of the Conquest.   
 
Analysis 
This study’s methodology is in line with the narrative and sociocultural approach 
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to morality (Day, 1991; Haidt, 2001, 2007; Hauser, 2006; Tappan, 1991, 2006a, 
2006b; Tappan & Brown, 1989) which conceives of the self as fundamentally social 
and dialogical, constructed out of diverse discourses and narratives (Day & Tappan, 
1996). In this paradigm, narrativity plays an important role in translating 
experience into terms easily accessible for others (White, 1980); the analysis of 
narrative allows for an examination of cultural conventions, social values, and 
personal concerns and knowledge (Abell, Stokoe & Billing, 2004).  
 
This analysis draws on psychological discourse analysis to examine narratives, 
which has proven to be very effective in analyzing both the structure of people’s 
accounts, and the discourses through which these are articulated (Edwards & Potter, 
1993; Edwards, 2005; Wetherell, 2007). This type of analysis is relevant for this 
study given that, as several studies have shown, the social discourses that we 
engage in provide us with a structure for our personal accounts of the world and 
ourselves, in addition to moral norms for processing our experiences (Hammack & 
Pilecki, 2012). The present study proposes a three-stage analysis, using the three 
structural characteristics of historical narratives, based on three steps of Willig’s 
Foucauldian Discourse Analysis (FDA) method (2013: 131-137) (see annex 1):  
 
1. The framework of narrative patterns. This stage is carried out as step one of the 
FDA, identifying the direct and indirect references to the discursive object and the 
ways these intertwine to construct meaning. This involves analysis of historical 
references, historical motifs, moral values, and judgments the participants use to 
discursively construct their representations of the Conquest; 
 
2. The discursive articulation of historical explanations. This is conducted as step 
two of FDA, analyzing the central topics, discursive resources (such as images, 
description as attribution, and analogies) and the moral judgments the participants 
draw on to construct the different discourses linking up their historical 
explanations;  
  
3. The moral fabric of narratives. This is FDA’s step three, analysis of the 
implications of the discourses, namely, what is gained by using these discourses 
and by what means. This involves examination of the moral actions the participants 
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accomplish by using the discourses, specifically analyzing the functions of moral 
judgment in the explanation of history.  
 
Results 
1. Narrative patterns: the moral construction of the Conquest 
The students mostly construct the Conquest as a moral event, judging the historical 
actors’ supposed personal traits, actions, and intentions. In their explanations, both 
Michelle and Alex imply that the Conquest was a beneficial process, both morally 
good and historically understandable. Michelle begins her account by judging the 
Spanish and the indigenous for supposed obstinacy and arrogance, but 
subsequently places negative and positive values on each side: 
 
 Initially, I think they were not so different, Indians were kind of stubborn and 
Spaniards blowhards, haha… But Spaniards were one step ahead… They brought 
positive changes, I mean, ‘cause… Despite being -and not to discriminate- Indians, 
Indians were very hard working people but wild at times, haha, they had sacrifices 
and killed each other and someone has to stop that…It doesn’t lead to anything 
good… Imagine what our lives would look like if knights and the white elegant 
nobles hadn’t taken control back then… It would have been a mess, no progress at 
all! (…) And do you think they all agreed on this? I think it happened because it 
had to be, it had to happen.  
 
Michelle explains the Conquest mainly by invoking moral values and the historical 
motif of peace and progress. In her account, she highlights what she thinks either 
fosters or hinders her own culture’s historical advancement, and by equating 
progress to pacification she discursively avoids the Conquest’s inherent violence. 
Direct references to violence are either silenced or set aside in order to morally 
represent the Conquest as a peace-building process. Michelle morally judges the 
actors, directly attributing violence and chaos to the indigenous, and indirectly 
attributing peacefulness and order to the Spaniards. These judgments also allow 
Michelle to construct the event as something positive and necessary for her 
country’s development. She assesses the event by invoking the argument of the 
“necessary evil”, referring to presumed ethnic inferiority and savagery in 
describing the indigenous while, by contrast, the actions of the medieval knights 
and nobles are not described as aggression but rather progress for Mexico.  
 
For his part, Alex focuses the encounter on his own rationalization of why 
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negotiation failed. He places the meeting in a context of peaceful dialogue which, 
however, breaks off fairly quickly and leads to violence:  
 
I think that at the beginning everybody was at peace. The Conquerors arrived and 
tried to dialogue, just to know where the gold was and continue their journey in 
peace to other lands… Indians, they were calm but suspicious…They didn’t want 
to say where the treasure was, and then they broke the peace and ran to the forest 
to hide, and then they attacked… cowards!… So the Spaniards had to go after them. 
They insisted in negotiating but then the Indians attacked, so the Spaniards fought 
back and...Indians messed up big time… 
 
Alex explains the Conquest through the historical motif of European pioneer 
colonialism, described as the quest for gold in unknown lands. He emphasizes the 
values of fairness, honesty, and peace, as they are the supposed basis for his moral 
judgments of Spaniards and the indigenous. In referring to the Conquest as a 
peaceful negotiation that was eventually broken off, he implicitly takes a positive 
view of Spaniards for being the party fostering honest dialogue, and explicitly 
condemns the indigenous for misreading the benevolent intention of the 
conquistadors to peacefully obtain the indigenous’ wealth. Finally, it is noteworthy 
that Alex decides to tell a story of heroic colonization, rather than one of resistance 
to oppression, especially given that he briefly highlights the indigenous peoples' 
unwillingness to give up their wealth. 
 
 
2. The discourses of conquest: power, language, and culture 
As the participants continue elaborating on the Conquest, their accounts take shape 
in different discourses. Three common discourses were identified, which disclose 
the three core contexts students place the Conquest’s occurrence within.  
 
2.1 The naked wood and the fine steel  
In this discourse the Conquest is depicted as an issue of power. Alex and Michelle 
portray the asymmetrical material conditions of indigenous and Spaniards using a 
discourse that references two discursive images, one of the characters’ appearance 
and another of war armaments. The first one relies on the description and 
comparison of the physical characteristics the adolescents attribute to the 
characters, nudity versus elegance, and the second pictures both cultures through a 
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contrast in their weaponry -the wood versus the steel. Together, they imply the 
superiority of the Spaniards over the indigenous: 
 
Well, the Conquest is about the Indians versus the Spaniards… Indians, I am not 
saying that they had a physical appearance like homo sapiens, but they had the 
head like, you know, and were naked back then…And the weapons, you see that 
the indigenous have the sticks and arrows, and the Spaniards have swords, and 
swords against a stick just… the sword just breaks it in two pieces, man! (Alex)  
 
I think both would be surprised because the indigenous leader (Moctezuma) would 
say: "Oh God, who is this? He is tall, white, blond hair, blue eyes...” and the 
Spaniard leader (Cortés) would say something like: “What the hell is this? This 
midget, almost naked, and so…let’s smash him!” And of course…I guess that since 
the Spaniards were carrying best weapons - not firearms, but more advanced 
things than spears and wood shields, I mean… War was quick... (Michelle)   
 
In the students’ narratives the images of weaponry are the most explicit and direct 
since submission or dominance are correlated with military power. The images of 
characters’ appearance stress dominance and racial stereotypes, as if the 
indigenous have the appearance of prehistoric humans and thus their submission 
to people who represent white European ideas of beauty is only natural. These 
discursive images highly value the Spaniards as superior and more technologically 
developed, in opposition to the poor value given to the indigenous people. Without 
directly stating it, Alex and Michelle construct a moral representation of the event 
by judging the characters based on their appearance and means of war.  
 
2.2 The unspoken rules of language  
Over the course of the interview, a second discourse emerges representing the 
Conquest as a consequence of communication problems, in which the role of 
language is central. The participants consider that the existence or absence of 
language, on either side, is determinant of the course of events and their 
consequences. Alex states this with hesitation, going back and forth in his 
judgments. He claims that the absence of a common language was the main reason 
for “things to happen”; but finally he implies that communication problems 
between the two groups were caused by the indigenous’ specific language: 
 
So…I think that it was very easy for the settlers to conquer because they had more 
weapons…and also on top of all the indigenous did not speak their language either. 
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They did not have the same language so there was no communication (…) I think 
it's the lack of language, because there was not shared language, then things 
happen because the indigenous spoke an unknown language and people did not 
know what to do and what to say….I believe it would have been better for the 
Indians to make a deal, but since they did not speak, there was no way… 
 
Michelle also considers the superiority of the Spanish language as a decisive factor, 
alleging that with it came the intelligence to plan attacks. She speaks of the 
Spaniards as carriers of language, highly valuing them as intellectually superior 
strategists:   
 
Also, they have strategies, communication to plan the attacks…They were more 
but most importantly, they had brains, language…The indigenous, although they 
were a great civilization and built huge pyramids, I think they didn’t even speak a 
language…I guess they used paintings, like painting on walls to communicate with 
each other, or something… 
 
Michelle hesitates to acknowledge that the indigenous can even talk; she judges 
Indians as prehistoric and backward, only able to communicate through rock 
drawings. 
 
2.3 The gift of culture 
This discourse appears at the end of the students’ explanations, grounded in what 
they think the historical actors’ beliefs were and how they assess these actors' 
respective levels of culture. From the adolescents’ perspective, lack or insufficiency 
of culture determined the fate of both sides at the conclusion of the Conquest. Alex 
describes how by acquiring the Spanish language after their defeat, the Indians 
could be civilized and gain culture in contrast to their initial state of wildness: 
 
Man… Mexicans were wild, mindless people like kids with little clothing, babbling, 
believing in the wind and fire, as if natural forces would solve their problems… 
That’s why they lost… So then, Spaniards inculcate their culture in them ‘cuz they 
require Indians to be made Spanish (...) I think it was better because… dude! It is 
obvious! The indigenous would have new customs for their own good…They were 
turned into people…  
 
Alex judges Mexicans to be wild, lethargic beings, lacking culture but possessing 
backward beliefs which ultimately caused their own defeat. He also thinks that the 
indigenous’ cultural assimilation is positive and morally responsible, since it 
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supposedly gave them civility and Spanish values to would enable them to behave 
better in society. 
 
For her part, Michelle seems to share Alex’s judgment. She recalls that the 
indigenous had an omen that made them trust in the Spaniards with blind faith, 
which ultimately lead to their defeat: 
 
I guess the indigenous thought they knew the Spaniards were coming, their 
gods...to mix and teach them new things... I mean, I heard in school that the 
indigenous were very religious, that they worshiped the gods of nature and that 
Indian legends said that their real gods would arrive from the sea or something… 
I think their lack of culture, of reasoning, is why they lost and were conquered. 
 
Michelle judges the indigenous for their beliefs which, in her view, make them 
naïve and compliant; she also conveys that backward religiosity is the reason for 
their submission. To her understanding, it is the indigenous peoples' lack of culture 
that determined the course of history and resulted in their own colonization.  
 
3. The moral fabric of the Conquest: The role of moral judgments in historical 
explanation 
In the students’ view, the above common discourses articulate coherent 
explanations of the event. However, each discourse is immersed in a web of moral 
values and intentions not explicitly stated at first, which lead to questions about 
the moral fabric of these discourses and its implications. The analysis shows three 
main functions of the moral judgments in the students’ discourses: justification of 
the course of history and the actions taken by historical actors; assignment of 
blame for conflict and war; and normalization of the historical consequences.   
 
3.1 The Conquest as an inevitable fate  
While both students explain the Conquest, they implicitly unfold the morality 
behind the history they are telling. Both Michelle and Alex legitimize what they are 
narrating by means of the historical motifs and moral values in their accounts, 
which serve to justify the Conquest’s course and effects. 
 
Alex appeals to moral judgments in the three discourses to justify the Spaniards’ 
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victory and its consequences. As seen in the earlier analysis, he constantly judges 
the indigenous to be cowardly inferiors, something he sees as evident in their 
armaments, reasoning, culture, and physical appearance. He also positively values 
and morally excuses the indigenous’ assimilation into Spanish culture by describing 
what he sees as its advantages. These judgments allow him to explicitly portray 
significant asymmetries between Spaniards and the indigenous, and thereby 
implicitly justify the ineluctable end of this war. Alex’ final thoughts on the causes 
of the Conquest summarize his judgments: 
 
Indians had to have brains and think because I think they knew that someday the 
Spanish were coming, or some people that could be Spanish or American or 
whatever, but I believe that someday, indigenous knew they were coming, that this 
would happen, and they had to be prepared. Because I think that when Spaniards 
conquered America, Mexico, Cuba, and all those territories, it was very easy for 
the settlers… When Spaniards saw all the Indians who came, Spaniards were 
prepared for the unexpected, they knew that this was coming….  
 
Here he finally introduces a determinant aspect to historical explanation: fate. This 
allows him to frame his discourses as the telling of something that was inevitably 
going to happen, thereby morally justifying colonization, as if it were historical fate 
for any civilized country, the Spanish or whoever, to come civilize any uncivilized 
culture, Mexico, Cuba, or any of those territories. 
 
Michelle uses similar reasoning to morally justify the Conquest. As noted earlier, 
she rationalizes that the Conquest was a necessary evil. She justifies it as a 
civilizing process that brought peace and progress to a society which otherwise 
would have collapsed in its own violence. Michelle ends this rationalization by 
praising the supposed benefits of colonization, giving it an unavoidable character: 
I think it happened because it had to be, it had to happen. Furthermore, Michelle 
legitimizes the Spaniards’ victory at the expense of indigenous people by depicting 
the indigenous as inferior in culture, language, and technology. She extensively 
elaborates her ideas of ethnic superiority in order to negatively judge the 
indigenous while highly valuing the Spaniards, for instance in her narrative’s 
emphasis on the “better” appearance and clothing of Spaniards. This allows her to 
morally excuse Spaniards’ actions, ascribing to them the agency of a superior 
civilization.  




3.2 Whose fault is it? 
When Michelle and Alex justify history, it is by directly attributing agency to 
specific characters. This attribution is used to excuse, as well as to blame. In this 
regard, as the students judge characters’ intentions and actions they are implicitly 
or explicitly assigning blame. For instance, Michelle places blame on both sides for 
causing war and violence. First, in the gift of culture discourse, Michelle indirectly 
blames the indigenous for assuming a passive role, judging them for being religious 
and lacking in culture. She also blames them for their own tragedy, ascribing 
negative responsibility to them since they supposedly placed blind trust in the 
Spaniards. Further on, Michelle argues that because of fear or misunderstanding of 
indigenous customs, the Spaniards provoked the war, emphasizing that, from her 
perspective, Spanish religion inherently involves bigotry and punishment:  
 
Maybe they tried to talk, but at seeing the indigenous customs, they probably 
thought “That's witchcraft!” and got shocked and said, “Ahhh! Wait, this is wrong! 
Kill’em!” Because Spaniards are supposed to be united in a cause that is good, 
because God said so, but it would really be a bad cause...But I think all that for 
them, everything happened because of God, "There´s food, thanks God! God for 
this, God for that"… Come on! 
 
In respect of Alex, his view of the indigenous as primitives is the keystone of his 
judgments in all his discourses; he uses this image to place blame on them, 
portraying them as unable to speak and reason. His rationalization of the broken 
negotiations, presented earlier, is exemplary of this. Throughout his narrative, he 
judges and blames the Indians for the conflict, for resisting the invasion which he 
sees as being in their own best interests.  
 
3.3 Taking the Conquest for granted 
It is noteworthy how both students explain the conflict by using normalization and 
generalization. This is explicit in Alex’s narrative, where he takes for granted the 
events described in his discourse as regular causes and consequences of war. From 
his perspective, uncivilized people always succumb to powerful civilized ones. 
Further, as he justifies and normalizes the Conquest he takes for granted its violent 
consequences; rapes committed by the conquerors are just a normal occurrence in 
the history of conquests and civilization: 
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Because even if it’s wrong … When you conquer, you want women... The Spanish 
there, they have friends and they laugh…“I have been with this woman and you 
with that one, ha ha…” Because you see that in the movies, how they conquer a 
place and then, for example… (…) the cowboys rape the Indian women and such… 
But dude, having a child would involve…would be half and half genes, the regular 
Mexican that is more Span(ish)…This generation of kids would evolve for the 
better…  
  
For her part, Michelle uses her discourse to normalize the power and supposed 
ethnic supremacy of the Spanish over the indigenous. Throughout her narrative she 
takes violence for granted, although when describing the Conquest’s causes, she 
seems distressed by what she considers an unreasonable act: 
  
From what I was told in school, or that I remember, there was a party organized 
by the indigenous to welcome those who landed... But then…I guess it was very 
shocking, because you see all the dances and such and suddenly they start killing ... 
Oh, God, that´s not fair! (…) But then, you know? ... This always happens, when 
the new people landed and conquered… 
 
Michelle rejects as a betrayal the attack perpetrated by the Spaniards during the 
indigenous’ festivities. However, ultimately Michelle comes to the idea that what 




The present study highlights the importance of morality in historical explanation. 
In accordance with previous research (Kinloch, 1998; Lee & Ashby, 2001) the 
results presented support the pertinence of these studies to historical and moral 
education; they also demonstrate the relevance of discourse analysis to deepen 
knowledge of historical narratives’ functioning. The analysis shows that the 
students’ sense-making of history intertwines historical and moral concerns, 
personal values, and socially significant motifs such as peace and progress. In this 
process morality plays a significant role, especially moral judgment functioning as 
a discursive linkage between personal moral stances and historical understanding.  
 
Michelle and Alex explain the Conquest as a civilizing process legitimized in the 
language of material, cultural, and intellectual progress, while the violent nature 
of colonialism is overlooked. They achieve this by using an array of moral 
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judgments, within three discourses that pertain to the historical characters’ 
personal traits, reasoning abilities, and beliefs. Moral judgments tend to relate to 
misconceptions of the past and present-day prejudices, as demonstrate other 
studies (Lee & Ashby, 2001; Von Borries, 1994). In general, the participants 
appraise the Conquest through their own moral values, which are rooted in 
personal historical beliefs of cultural development and civilization.  
 
They also assess the historical actors’ actions by their consequences, as for instance 
when Alex describes rape as positive, given that the children born from the assault 
will have Spanish entitlements. They conduct moral scrutiny of the past from 
present-day historical assumptions; this is evident in Michelle valuing the Conquest 
positively on the basis that if Spaniards had not taken control back then, Mexicans 
would not be as civilized as they are now. Overall, these judgments allow the 
participants to discursively construct the Conquest as a positive moral event; using 
a common narrative pattern of Western development, the Conquest is portrayed as 
a historical process of pacification and development supposedly common to all 
cultures. 
 
The study’s findings show that the functioning of moral judgments is grounded in 
the use of historical assumptions, together with discursive practices which 
articulate the participants’ moral appraisals. One such practice is the description-
as-attribution, by which, based on misjudgments of certain historical actor’s 
characteristics, the participants attribute negative or positive traits; an example is 
the participants’ depiction of the indigenous as inherently backward cave-dwellers. 
Another is the discursive interplay of oppositions that the students use to cement 
their moral judgements and consequent historical beliefs. They repeatedly assess 
actors and actions using their discursive images within the frameworks of wildness 
opposing progress, savagery opposing peace, and primitivism opposing civilization. 
Finally, their rhetorical uses of violence are also worth noting, as they implicitly 
use notions of “good violence” and “bad violence” to judge historical actor’s actions 
and its consequences.  
 
The foregoing also demonstrates that although the students’ historical knowledge 
is poor and inaccurate, their historical explanations entail complex cognitive and 
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discursive operations of sense-making, especially those related to their moral 
judgments. This suggests seeing morality not as an obstacle but as a factor 
enhancing the students’ historical understanding and moral reflection. Some of the 
participants’ comments support that idea, as when Michelle displays moral concern 
about the attacks against indigenous people, questioning these events’ 
interpretation and their justifiability. This study’s results allow for an awareness 
of this situation but not its examination, so further research is needed in this 
regard. The findings also suggest the various factors at stake in the students’ 
engagement in the sense-making of history, such as their emotions, social context, 
identity, and gender. However, the limits of the data do not permit a deep analysis 
of the above aspects; further research is still needed to advance this findings on 
history and morality contained in this study.  
 
Finally, of main relevance is the students’ type of historical understanding. The 
way the students address history throughout the three discourses suggests a 
common belief that progress and civilization, peace and order, must be achieved at 
any cost. Underlying their historical explanations is a moral assumption that 
violence is explicable and acceptable, since it contributed culturally and morally to 
both the colonizers and the colonized. Overall, they appear to agree that everything 
judged as incorrect or negative belongs the past, and is inherently prehistoric and 
backward. These findings are worrisome and have important implications for 
history teaching and moral education, as the students’ historical understanding 
mainly fosters prejudice and the justification of unfair practices. The above 
findings indicate that further research is necessary to stimulate more complex 
historical explanations and, most importantly, a more empathetic historical 























Facing History: Positioning and identity negotiation in 
adolescents’ narratives of controversial history 
 




How individuals position themselves while they explain history and their personal 
identity experiences in this process are understudies areas of research. This paper 
uses positioning analysis to examine adolescents’ identity negotiation through their 
historical explanations. Positioning analysis examines the cluster of rights and 
duties available in society that people assume or assign to others in order to make 
sense of social reality and themselves. This study conducts an in-depth analysis of 
narratives provided by two sixteen year-old participants - a Mexican and a Spanish 
adolescents - regarding the Conquest of Mexico. The analysis focuses on the 
positions that participants establish to explain history and how they use these 
positions to configure their own identities. The outcomes show three common types 
of positioning used by participants to explain the Conquest, which oscillate 
between the legitimization and rejection of colonialism. Findings also suggest that 
positions allow adolescents to mediate tensions between cultural affiliation and 
historical explanation, as well as to create their own versions of collective and 
personal identities. Finally, the implications that these findings have for historical 
understanding and an analysis of the psychological impact of colonialism are 
discussed. 
 
How people construction and experience identity has been a keen interest in 
psychology research, especially prominent in recent sociocultural psychology 
studies (Bamberg, 2005; Bamberg & Georgakopoulou, 2008; Brockmeier & 
Carbaugh, 2001; Bucholtz & Hall, 2005; De Fina, Schiffrin, & Bamberg, 2006; 
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Hammack, 2011; Hermans & Dimaggio, 2004). These studies show that the 
psychological construction of self occurs through acts of narration by which 
subjects assert their identity (Cohen, 2012; Georgakopoulou, 2006; Somers, 1994). 
The also demonstrate that identity building is grounded in grand social accounts 
and the experience of collective belonging. Findings show that in the process of 
personal identity construction, master narratives play an essential role by 
providing collective meaning and a shared set of explanations, moral values, and 
social stances to life experiences (Somers & Gibson, 1993; Sfard & Prusak, 2005).  
 
In this scenario, history emerges as a sociocultural account capable of providing a 
common ground for mutual recognition among individuals that also enables 
personal identity-building. Several studies about history and identity have noted 
the heavy impact of national historical narratives on the representation of people’s 
identities (Carretero, 2011; Reicher & Hopkins, 2001; VanSledright, 2008). This 
strongly indicates the overlap of personal and national identities, and the 
development of national pride as a sense of self-identity accompanied by patriotic 
attitudes toward history (Andrews, McGlynn, & Mycock, 2010; Billig, 1995; 
Brubaker, 2004). However, the influence of history over individuals’ identities may 
not be so determinant, and the scope of people’s identity construction may not be 
limited to the consumption of these master narratives. Although little research has 
been conducted on the issue, there is evidence of people casting doubt on official 
historical accounts and national identity while explaining historical events (Barton 
& Levstik, 2004; Hammack, 2009; Wertsch, 2000).  
 
Some studies have also demonstrated that individuals experience identity by 
different means other than grand sociohistorical accounts. Individuals navigate 
among multiple societal discourses and assume different positions from which to 
construct their selves and explain their past and present context (Korobov, 2010; 
Raggatt, 2012). The scarcity of history teaching research regarding these issues 
underscores the need to rethink how historical explanation and identity building 
become interlaced in people’s claiming and recounting of the past. Similarly, little 
attention has been paid to how individuals position themselves in make sense of 
history and identity. This is worth analyzing as it may provide insights regarding 
how individuals enact their own identities as they explain history. These topics are 
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at focal point of this paper, which seeks to advance knowledge on the 
interconnections between history, identity and positioning theory. 
 
Historical narratives and the construction of identity 
 
Recent research has shown that identity is not a cluster of fixed traits, as it results 
from interaction. It is a set of processes that are produced and circulated among 
ourselves and others as narratives, discourses and practices (Bekerman & Zembylas, 
2012; Hermans & Dimaggio, 2007; Liu & László, 2007). Identity building, therefore, 
is not restricted to individual cognitive development, but is instead a dialogical 
process grounded in the social construction of meaning (Bamberg, De Fina, & 
Schiffrin, 2007; Bucholtz & Hall, 2005; De Fina, Schiffrin, & Bamberg, 2006). 
Identity construction operates through a personal quest for collective meaning and 
the foundational logics of society. Dominant social narratives provide people of this 
shared collective meaning, amongst which historical narratives excels. This kind of 
master narrative describes the historical evolution of a group, which allows people 
to gain an understanding of themselves and their present through mutual 
comprehension of their past (Barton, 2001; Hammack, 2011; Lambert, Scherer, 
Rogers, & Jacoby, 2009; Levstik, 1995; Wertsch, 2002).  
 
Historical narratives set the norms of social membership. They position in-group 
identity at the center of explanations of events and, by extension, their 
representation in ways that benefits internal cohesion (Bekerman & Zembylas, 2012; 
Carretero & Bermudez, 2012; Haste, 2004). Inherent to the in-group cultural 
narrative is the ability to differentiate itself from other groups. For instance, in 
national history the Other tends to be positioned either as a colonialist invader or 
an alien force inside the country (Wertsch, 2000). Thus, identity-building is the 
personal ascription of a larger identity, which is accomplished through 
internalization of and engagement with group history. People are expected to 
appropriate these narratives for themselves so that they can adopt identities that 
are rooted in a shared common past (Brubaker, 2004; Carretero, 2011; Haste, 2010). 
 
Several studies show that the teaching of history in schools tends to facilitate the 
reproduction of national identity, which constrains people under a fixed system of 
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values and knowledge only associated with the national historical narrative (Liu & 
Hilton, 2005; Levstik, 2008). Research findings also demonstrate that this directly 
impacts young learners’ historical understanding and their conceptions of identity, 
since they tend to take up biased positions depicted in the national history 
(Goldberg, 2013). This has important implications for personal development. Many 
students develop distorted self-images, display rigid stances on controversial 
issues or intractable conflicts, and become inhibited overall in their critical 
comprehension and ability to empathize with other histories and identities 
(Bekerman & Zembylas, 2012; Porat, 2004). 
 
Positioning and identity negotiation in historical narratives 
 
Exposure to grand historical accounts of the nation does not necessarily mean that 
young learners automatically reproduce them. Individuals engage with these 
collective narratives in order to inhabit and explain particular events or contexts, 
meanwhile they also appropriate and recreate them in order to produce meaning 
(Hammack, 2009, 2010a). This involves positioning themselves towards the story 
they are telling, “both [to] appropriate and repudiate aspects of a master narrative 
of social identity, resisting and attempting to reinvent [it]” (Hammack, 2010b: 509). 
Young learners are able to negotiate multiple interpretations of master narratives 
as they take up different positions, thereby recreating their own identities while 
being immersed in a polyphonic contexts in which multiple narratives are available 
for individual appropriation (Bermudez, 2012). In other words, by “ speaking and 
acting from a position people are bringing to the particular situation their history 
as a subjective being, that is the history of one who has been in multiple positions 
and engaged in different forms of discourse” (Davies & Harre,1990: 48).  
 
These issues are quite relevant for examining the intersections between historical 
understanding and identity construction. Specifically, in positioning theory studies, 
there has been an expressed interest in examining how people’s positions toward 
the past might relate to or affect identity construction (Aberdeen, 2003; Murakami, 
2007). However, this remains a mostly unexplored area. In history education 
research, positioning has been misunderstood as the process of identification with 
and sympathy towards historical characters (Epstein, 1997; Farley, 2006). Instead, 
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positioning relates to the construct of position, which refers to the cluster of 
possible privileges and obligations that are available as discursive tools for making 
sense of the world within a particular society (Harré, 2012). Positions describe the 
force that social discourses have in establishing people’s identities (Harre & Slocum, 
2003; Korobov & Bamberg, 2007), while also enabling people to display their self-
image and autonomy (Davies & Harré, 1990). Positions, therefore, are constantly in 
dispute. They are assumed by people in an attempt to assert their own identities, 
which allows them to ascribe rights for themselves and place duties on others.  
 
The set of positions established in historical accounts, as well as the positions that 
individuals take up in the explanation of history, have been understudied. Yet, some 
insights of these positions can be identified in previous research findings. For 
instance, the historical narratives of key events such as the battle for national 
liberation, evoke the positions of bravery and patriotism, conveying a sense of 
belonging and pride among the members of society (Barton & Levstik, 2004; Haste, 
2010). Some studies’ results have also shown how historical actors are positioned 
on the basis of their actions (i.e. the leader of revolution war as a hero, or the 
foreign invader as an aggressor), and attribute to them the entitlements and values, 
as well as the feelings of sympathy or rejection that may be inherent to these 
positions (Barton & Levstik, 2004; Carretero, 2011). In this sense, historical events 
and characters symbolically enable individuals to recognize themselves in a 
collective imaginary – that of national identity (Anderson, 2006) - and in social 
positions proper to this national identity. 
 
Consequently, from a positioning angle, the analysis of the interaction between 
history and identity would involve an examination of the repertoire of positions 
that people use and take up in the explanation of history and self. This means that 
the sense-making of history is related not only to how close the personal narrative 
is to national historical narratives and the extent to which it reproduces collective 
identity, but also to how people appropriate history and identity simultaneously 
from the positions they see as possible or available. In conclusion, given the strong 
force that history exerts in the construction of individual identity, and the lack of 
research regarding the multiple processes implicit in individuals’ appropriation of 
history that blends into forms of identity building, an approach that takes into 
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account positioning can be a valuable tool in advancing psychology research on 
these topics.  
 
The Current Study 
This paper discusses the intersections between history and identity that occur in 
adolescents’ historical explanations from a positioning theory perspective. The 
study analyses the positions that participants establish to explain history and how 
they use positioning to construct their identities. The paper focuses on an analysis 
of how Spanish and Mexican adolescents make sense of the Conquest of Mexico, a 
historical event selected due to its relevance national identity construction in both 
countries. In both Spain and Mexico, the Conquest is a main theme in history 
curricula, and it is the central topic to the two countries’ shared histories. Most 
importantly, the Conquest is a highly sensitive issue that points to the 
consequences of Spanish colonialism in Mexico and their relevance to social and 
personal identity construction as well as to the development of associated 
prejudices.  
 
Aware of the problematic nature of this historical event within the contemporary 
moment and it potential as a narrative that can be used to cause harm or 
discrimination, the author argues that this kind of study is necessary in order to 
advance knowledge regarding this controversial event, to understand one’s own 
experience with the colonial legacy and to reduce social prejudices and stigma in 
society. In this sense, the author’s experience, background, and social position 
certainly were at stake in conducting this study (Ellis & Bochner, 2000). The author 
is a Mexican long-standing permanent resident in Spain; a middle-class young 
academic with experience in teaching history in high school, and an expert in this 
particular historical event.  
 
The researcher’s background was taken into account in the design of this study. 
While the researcher’s knowledge of this particular event could have led to an 
exercise of power over participants while interviews were conducted (England, 
1994), this was carefully avoided. At the same time, the author’s experience having 
been immersed in both cultures can also be understood as a unique advantage for 
the narrative analysis that was carried out (Sultana, 2007), in that it allowed him 
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a proximity to and a nuanced understanding of participants’ explanations and 
backgrounds. In addition, the author regularly visited the school where the study 
was conducted in order to develop an understanding of participants’ contexts. 
Although this allowed him to develop close, trustful relationships with participants, 
he was still considered an “outsider” or a “foreign professor” by both Spanish and 
Mexican students. This allowed him to develop a sense of “neutrality” and 
“sympathy” during interview sessions. The adolescents were also informed that all 
the information from the interviews would be kept confidential, but accessible to 
them at any time. These aspects of the research designed created the conditions for 
the development of a rich dynamic between the researcher and participants, who 




Participants    
This paper presents an in-depth case studies analysis of two sixteen year-old 
adolescents from Spain and Mexico. The two participants, Alex and Michelle, share 
a similar middle-class backgrounds and public school education. They are 
ethnically representative of the public high school population in their cities 
(Madrid, Spain, and Mexico City, Mexico): Alex is a male who is ethnically 
European, with Spanish heritage, and Michelle is a female who is ethnically 
mestiza, which means that she claims both Spanish and indigenous heritages. Alex 
and Michelle are two representative cases of how adolescents use positions to 
explain historical events within a larger study that analyzes adolescents’ 
explanations of common controversial history. Both participants explicitly use 
positions to explain history, and it is through these positions that they portray their 
own stances and identity. A gender analysis was conducted although it is not 
presented in this study, since no significant gender variability was found in the 
positioning analysis of the participants’ narratives.   
 
Instrument design and implementation 
The study was conducted using individual semi-structured interview with 
adolescents about the Conquest of Mexico (see annex 4). The interview addresses 
six topics: the general representation of the Conquest, its causes, location, 
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characters, and its war phase; and the consequences of the event. The 
implementation consisted in participants’ explanation of each subject, deepening 
the representation of the event, its causes, and its consequences in the present. The 
interviews were conducted by the author in Spanish and took place in the 
participants’ schools with the permission of their parents. Special attention was 
paid to the author’s adoption of the accents used predominantly in each 
participant’s contexts, his avoidance of any slang or his expression of sociopolitical 
positions that could potentially influence the interview. The data examined in this 
study was derived from three key interview questions: (1) What comes to mind 
when you think of the Conquest? (2) Why did the Conquest take place? (3) Do you 
think this war was necessary?   
  
Analysis  
This study presents a discursive positioning analysis of the relationship between 
the explanation of history and self-identity construction and is based on an in-depth 
case study approach. It presents a valuable, emergent perspective that helps 
broaden understandings of how meaning is produced through personal narrative 
construction. Similar approaches have been used by researchers who examine 
narrative and identity and who approach narratives as the constructive, functional 
means through which people can explain reality and perform identity in different 
contexts (Bamberg & Georgakopoulou, 2008; Georgakopoulou 2006). The close 
examination of narratives presented in this study allows for an analysis of the 
discursive functions of narratives and an examination of how they are constructed 
by participants to create positions vis-à-vis history, and to display and recreate 
their own identities. 
  
In the field of psychology, positioning analysis has been applied most frequently to 
conversations and group interactions (Archakis & Tzanne, 2005; Korobov & 
Bamberg, 2007). It has been used frequently by following Bamberg’s three level 
model (1997; 2004), in which researches must analyze main storylines and 
characters’ positions within them, how the speaker positions him or herself in 
relation to the audience, and the speaker’s own positionality. Positioning analysis 
mostly uses content analysis to identify speakers, positions, and speaker’s positions 
vis-à-vis the event (Bamberg & Georgakopoulou, 2008). Its general methodology 
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involves codification of reported events through the description of facts and 
sequences of significant episodes as well as the counting of keyword, which all 
serve to identify main storylines. Different types of counting are conducted to 
determine the type of speakers and their level of engagement: the counting the 
times in which participants bid to tell; the deferrals and refusals to tell; and the 
counting of tones, pauses, attitudes and gestures of the participants. In addition, 
the pronouns speakers use in the conversation – such as “I”, “we”, and “them”- are 
also coded in order to identify speaker’s positionality (Ofreneo & Montiel, 2010). 
 
The present analysis is in line with the above model, but grounded in discursive 
psychology. (Bamberg, 2004; Edwards, 2005; Harré & Moghaddam, 2003; Harré, 
Moghaddam, Cairnie, Rothbart, & Sabat, 2009; Korobov, 2010; Korobov & Bamberg, 
2004; Potter & Edwards, 2001; Wetherell, 2007). This analysis takes a closer look 
at the positions the participants discursively stablish in historical narratives and 
the implications that this positioning has for identity construction. Analyzing these 
processes demands an examination of language, that is, the particular discourses, 
metaphors, and “displays of uncertainty” -such as denials, disclaimers or identity 
claims- that participants use to construct and negotiate positions (Edwards, 2000). 
It also requires the analysis of how participants’ make sense of themselves when 
using their positions to explain history. This means that the participants’ positions 
are implied not only through their reference and used of  –I, we, and them- but also 
through the indirect references of the personal stances taken towards cultural 
historical narratives, collective identity and self (Bamberg, 2005; Willig, 2013).  
 
For this purpose, Willig’s discursive approach to positioning analysis (2013) is used 
(see annex 1). This blends the concepts of positioning and subjectivity in the 
analysis of participants’ narratives by delving into the positioning that subjects 
create vis-à-vis the process of self-identity construction. The premise is that, 
having constructed and assigned positions in the narration, people place 
themselves in certain positions from which, they are able to explain the world, 
thereby negotiating certain privileges or limitations inherent to them in order to 
create their own scope of identity (Edley, 2001; Hollway, 2001; Korobov, 2010). In 
this sense, the analysis asks what positions the participants establish in their 
narratives, what historical explanations and identities these positions make 
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available for them, and in what ways the participants use these positions to 
negotiate their identities. For these purposes, the analysis is divided into two 
stages: 
 
1. The analysis of the positions that participants construct to explain history. This 
stage examines the discursive construction of positions and identifies: a) how 
participants position the historical characters in their narratives and the 
historical explanations derived from them; and b) the types and changes of 
positioning resulting from the explanation of the Conquest in its different 
episodes: causes, development and consequences. 
 
2. The analysis of the participants’ positioning and identity negotiation in the 
explanation of history. This section examines how adolescents reflect themselves 
in the series of positions they create in connection with the stances they take 
toward history and their present. It especially analyses the positions that 
participants engage with, in order to portray their cultural and personal identities, 
and to position themselves vis-à-vis the Conquest of Mexico. It also examines the 
discursive practices that participants use to negotiate their identities, such as 




Positioning in the explanations of the Conquest of Mexico 
This sections examines the positions that research participants construct in order 
to represent the Conquest of Mexico and explain its causes and consequences. 
Positioning is central to both adolescents’ understanding of the event, since they 
link up their explanations through the positions they assign to the main historical 
characters: the Spaniards and communities indigenous to Mexico. Initially, 
Michelle and Alex explain the Conquest via their counterparty’s positioning by 
specifying what they assumed about the characters’ cultural background and 
attributes. At the start of their narratives, both participants refer to imagery of the 
other culture, thereby positioning the actors and providing a representation of the 
event. For instance, the Mexican adolescent Michelle explains the Conquest by 
alluding to Spaniards’ medieval past: 
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What is the first thing that comes to mind when you think of the Conquest? 
Images of medieval knights come to my mind... People like…Wow! Those people 
wearing sort of skirts, leggings, and with long hair, like Columbus, landing, the new 
comers…finding unknown lands to conquer, overcoming adversities to gain new 
territories and routes of wealth for Spain… White, elegant, with horses, better 
dressed and everything… Kings sit wearing their crowns, commanding and ruling... 
using people for their domain… that’s mostly what comes to my mind, like, how 
Europeans found America…  
 
The most significant depiction in Michelle’s narrative is her description of 
Spaniards’ arrival in “America”. She situates the event against a European cultural 
background and highlights supposedly European virtues. From the outset, Michelle 
positions Spaniards as the protagonists of the historical event. She positions them 
as pathfinders and equates them with Columbus by describing them as heroic 
discoverers finding new lands and wealth to seize. She also positions Spaniards as 
rulers who dress and act like those in command. Further on, Michelle positions 
Spaniards as the founding fathers of her nation. As a Mexican, she takes a positive 
view of the Conquest and believes it ultimately brought progress to Mexico: 
 
Well… it was good that they came here because even though indigenous peoples were 
a great civilization, they would be killing each other all the time, then we wouldn’t 
thrive... And I guess it was good that they conquered us because in that way we 
created a new culture, something good - well, different… They created all this, what 
we are now... what Mexico is right now… I think it brought more contributions 
because, let’s say, a new race was created… 
 
Up to this point, Michelle mostly centers her explanation around references to 
Spaniards. There is only one allusion to the indigenous as a great civilization, 
although they are predominantly positioned as unruly savages who are unable to 
peacefully socialize and are deprived of culture and progress. Michelle positions 
indigenous as secondary actors, passive hosts silenced by the superiority of the new 
comers. In general terms, Michelle positions Spaniards and indigenous peoples in a 
dichotomy: the lead characters versus their subordinates; the civilized versus the 
wild. She uses these positions to explain the Conquest as a positive outcome of 
European colonialism, since for her indigenous people’s needed civilization and 
progress while the conquistadors were those entitled to provide it.   
 
As with Michelle, the Spanish participant also bases his representation of the 
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Conquest on the other’s positioning. Indigenous’ backwardness is the most salient 
feature of Alex’s narrative. For him, the indistinctly named “Indian,” “indigenous 
person” or “Mexican” clearly belongs to prehistoric times:  
 
What is the first thing that comes to mind when you think of the Conquest?  
Well, I think that Mexicans were in the forest with their wood houses, wearing 
loincloths and holding, like, spears and arrows from prehistoric times (…) they only 
knew how to use the spears and tree branches shields... They were backwards… 
 
The references to indigenous appearance, technology and natural environment 
allow Alex to position native Mexicans as primitives, underdeveloped and 
rudimentary. As he continues, he addresses the natural richness of the indigenous 
land, implicitly offering an explanation of the event, affirming that they were 
incapable of managing this wealth: 
 
And I think that if they were a little more developed the war would not have 
happened… Maybe Mexicans could have made a deal with the Conquistadors to 
provide them wealth and then no one in their tribes would have died… Because I think 
wealth was for the Indians like a treasure - but what use did it have for them? What 
benefit? They had palm trees, coconuts, bananas… enough for them… In contrast, the 
Spaniards, they would have taken advantage of that wealth using new techniques to 
make food, fire, swords… but Indians rejected to make a deal, and Spaniards had 
what it takes to be in charge so… so the conquest was expected 
 
Alex positions Mexicans as unskillful actors who are unable to negotiate and 
develop their resources. This description allows him to position them as the guilty 
party in the War of Conquest, as they refused to make a deal. By contrast, he 
positions the Spaniards as entrepreneurs who were capable of developing 
technology, and thus deserving of their wealth. Similar to Michelle, Alex uses the 
differentiation between of civilization and backwardness to position the historical 
characters and explain the event. He portrays the Conquest as a negotiation 
between primitives and the civilized, where the two parties’ positions naturally put 
one at a disadvantage. Ultimately, Alex explains the Conquest as a natural event 
within the process of Europe’s colonization of the primitive peoples and their 
wealthy lands.  
 
The interview excerpts analyzed above show a common type of positioning that is 
shared in Michelle’s and Alex’s accounts. However, as they continue explaining the 
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Conquest and how it took place, the participants shift the historical characters’ 
positions. For instance, while Alex explains the battles, he gives a positive 
assessment of indigenous Mexicans who fought for their country by resisting 
subjugation. He, then, repositions them as brave patriots exercising their right to 
defend their homeland. In parallel, Alex judges the Spaniards by their violent 
actions and repositions them as aggressors: 
 
I remember that in Social Studies I saw an image [of the Conquest] where the 
indigenous folks were surrounded. I was hesitant because I thought they were 
cowards and they let themselves be conquered, but… but there they were fighting, 
defending their country, and I thought: “Yeah, man, you got it”. With that image I 
understood they were brave, patriots, because... dude! I would fight for my country 
too! Anyhow, all that was a massacre - because I don’t think it was fair how the 
Spaniards treated them. Man, that´s not fair! 
 
However, later on, in reflecting on the consequences of the Conquest, the Spanish 
student subtly changes characters’ positions again. Alex repositions indigenous as 
enslaved peers of the Spanish, when he positively evaluates the process of the 
indigenous’ Spanish acculturation. He suggests that if, hypothetically, Indians were 
taken to Spain, they would have had sufficient reasoning to interact correctly, 
almost as if they were going to be Spa[niards]. This indirectly repositions the 
Spaniards as the leading actors, giving them back a positive value and positioning 
them as the benevolent conquerors who gave civility to those who they had defeated: 
 
However, if the Indians were carried to Spain as slaves, Spaniards there would say 
“Wow! Look, they got it”, and if people speak to them, Indians already had the 
Spanish language then... Then they have our culture so they know how to 
be(have)...So they are lucky `cuz they are going to be Spa…they are going to be in 
Spain and such... 
 
Similarly, Michelle repositions historical characters as she explains what caused 
the battle. As she compares Spanish and indigenous religions, she repositions them 
as equally responsible of the conflict. In her view, each side can be as peaceful or 
violent as the other. Still, Michelle repositions the Spaniards as bigots who were 
implicitly guilty for initiating the war and suggests that their beliefs triggered 
unnecessary violence. She believes the Spanish religion is marked by intolerance 
and extremism to the point that the Spaniards even kill each other for no reason. 
Simultaneously, the Mexican adolescent repositions indigenous as more tolerant, 
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reasonable, and moderate:  
 
War happened because of both… They [the Spaniards] were peaceful people but 
savages as well, because as long as you acted correctly and obeyed God you would 
live in peace. But if not, well, then they tortured you…So…they were savages, haha. 
Indigenous peoples, they had their gods, beliefs, and dances, but they were not as 
bad as, if you do something wrong, then “we kill you”, like them [the Spaniards] ... 
And they [the Spaniards] also had their beliefs and dances, but if you did something 
wrong, you’d get killed, so… it’s like... you can’t say anything! If you weren’t wearing 
the right stockings, then they’d kill you! 
 
As she continues, she highlights the Spaniards’ betrayal of Indians’ trust, placing 
the characters in new positions. Michelle strongly speaks against the Spanish 
violence, repositioning the Spaniards as disloyal perpetrators who were explicitly 
responsible for the war. In parallel, rather than being portrayed as victims, Michelle 
positions indigenous as passive accomplices who did not seek a deeper knowledge 
of the Spaniards: 
 
I remember that what triggered the war was the Spanish attack against the Indians, 
while celebrating their welcome party. How could they! I guess it was very 
shocking...I don't know but maybe they wondered: "Why? If we are giving you the 
best, why are you killing us?” I guess it was very ugly… senseless Spanish slaughter, 
inhuman… but why didn't the indigenous ask themselves if they were really gods? 
Very tragic… What were they thinking? All because they had this weird legend that 
their Gods will return from the sea –I remember a history teacher taught us 
something like that…so instead of interrogate them from the beginning, they 
welcomed them with parties… Indigenous people just opened their gates in their path, 
giving the Spaniards all their information! C’mon!  
 
Up to this point, Michelle and Alex make sense of the Conquest by establishing 
similar types of positions for the historical actors. Three main types of positioning 
can be distinguished: civilization and backwardness; the resistance and the 
colonialist invasion; and the guilty complicity to the benevolent perpetrators. At 
first, both participants position Spaniards as leading characters, “the civilized”, 
while indigenous are positioned as their savage subordinates. Later, in the 
explanation of the Conquest’s causality, positions shift and indigenous people are 
given a more advantage location as brave patriots and resisters of colonization, 
which stands in opposition to Spaniards who are portrayed as violent invaders. 
Finally, with regard to the historical consequences described by the adolescents, 
Spaniards recover dominance by being positioned as compassionate conquistadors 
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who provide civility to indigenous Mexicans; in this venue, Indians are positioned 
as second-class peers, who naively collaborate in their own colonization.  
 
These outcomes show that positioning and repositioning are related to and even 
caused by internal conflicts within the participants’ explanations, which 
establishes different discourses within their narratives. For instance, Alex mainly 
explains the Conquest from a discourse of the natural expansion of European 
colonialism. However, when he begins to explain the Spanish invasion, he changes 
his historical explanation and moves towards a discourse that focuses on 
indigenous people’s resistant battle against colonization. At the end, he shapes his 
explanation into a more condescending discourse regarding colonialism and the 
“civilizing” acculturation process, thereby positively assessing indigenous 
assimilation of Spanish culture.  
 
Michelle grounds her explanation of the past in a discourse that describes 
colonization as necessary, until she finds difficult to explain the war. In that 
moment, she shifts to a discourse that focuses on Spanish bigotry and violence and 
that explains that the Conquest was provoked by Spaniards’ intolerance and 
betrayal. Nonetheless, at the end of her explanation, she hesitates to entirely blame 
Spaniards for the Conquest. By using a discourse that describes a deliberated battle 
of violent cultures, she assigns blame to both groups with respect to their own 
actions while specifically denouncing the complicity of Indians in building their 
own fate. These findings illustrate the complexity of positioning in the adolescents’ 
explanations and the tensions experienced by participants in their attempts to 
make coherent, stable historical explanations. 
 
Positioning and subjectivity in the explanation of history 
The above findings imply that the assignation of positions is used also to address 
with issues of identity. Initially positions may be assigned in terms of group identity 
affiliation (there are some allusions to “us” in Alex’s and Michelle’s narratives), but 
as the participants’ historical explanations evolve, the characters’ positions become 
more related to their subjectivities. The second stage of analysis is concerned with 
the implications of positioning on the personal construction of identity. This is 
examined in the adolescents’ final reflections regarding the Conquest and their 
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connections with their current reality.  
 
The outcomes suggest that as the participants make available a variety of positions 
within their historical accounts, they implicitly take some as their own, positioning 
themselves towards the event and group identity. Alex, for example, seems to 
position himself as the conquistador. He repeatedly emphasizes Spaniards’ vantage 
positions and suggests that Spanish identity is the basis for any historical 
explanation of the Conquest. Most of the time, he appears to feel confident 
narrating from the vantage of the Spanish conqueror, expect when Spaniards’ 
dominant positions are jeopardized. This is more apparent during the last stage of 
his narrative when he distances himself from Spanish identity by clearly expressing 
his rejection of the war and his claim that those Spaniards were very hostile:  
 
Do you think this war was necessary? 
No, I don’t, I don’t like war. I am totally against the Conquest. Those Spaniards, those 
people were very cruel, man, they didn’t need to slaughter innocent people! Well, if 
you need to defend your country it's OK - I would do it for Spain, but attacking 
another country just because you want…and Indians, dude, poor people…they didn't 
even have clothes to defend themselves. The Spaniards or whoever arrived would 
conquer them…They knew that and did not do anything too… Anyhow, massacres are 
senseless…although in those times…you colonize them, but not by killing them like 
that! You give them food, clothing, jobs and then they work for you… 
 
At first glance, this statement appears to be against violence. It seems to be Alex’s 
way of distancing himself from the Spanish invasion and its implications. However, 
the distance he places between himself and those Spaniards is negotiated through 
two discursive actions. First, he rejects war while simultaneously blaming 
Mexicans for their fate. He emphasizes the futility of indigenous defense 
mechanisms and suggests that it was this failure to prevent any attack by “superior” 
groups that led to indigenous Mexicans being conquered. Although Alex approaches 
to Mexicans using a tone of condescension, he also normalizes war and excuses 
Spaniards’ actions by suggesting that the same kind of violence would have befallen 
indigenous people regardless of whether or not they were conquered by the Spanish. 
Secondly, Alex considers the violence of Spanish colonization to be morally 
acceptable. Using patriotic rationalization and positioning himself as a patriotic 
Spaniard, he supports the idea of war in defending one's own country, but not for 
conquering another. However, even with that last caveat, he believes firmly that 
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Spain can only colonize in a benevolent way.  
 
Finally, in his reflection on the current implications of the event, he ends by alleging 
that the Conquest was a necessary evil that brought civilization to conquered 
Mexicans, the benefits of which continue into the present: 
 
I think it doesn’t…it’s just that… I think at the end of the day, wars are necessary 
because if you want to gain something and the rival resists, sooner or later it’s gonna 
be war, although war are senseless… Anyhow, there was the lack of language….if 
there had been language, then war wouldn't have occurred… But I said, I don’t like 
war... I prefer that, like now... they and the Spanish, we have the same language, for 
example, “the Mexican language” - maybe it comes from the Spaniards... Because 
dude, as I said it - because it's better they had our language! For their own good…  
 
With this last quote, the Spanish participant is contradicting himself in regard to 
his stance on war and the consequences of Spanish cultural imposition. This 
suggests that while Alex explains the event, he struggles to conciliate his national 
identity pride and his moral values with his rejection of Spanish violence. He 
responds by preempting and deflecting potential negative reactions. He relativizes 
violence by discursively differentiating between senseless and necessary wars, 
between colonial imposition and beneficial cultural assimilation. In the end, Alex 
justifies colonialism and believes history gives him good reason for assuming this 
position. 
 
The Alex’s positions are marked by a strong embrace of Spanish identity. However, 
he seems to feel obligated to contest and negotiate his ancestors' violent 
colonialism. In his process of self-identity construction, he resolves this internal 
tension by distancing himself from the violence of his ancestors, those Spaniards, 
and yet still affirms his identity as a modern, compassionate Spanish citizen. This 
helps Alex disavow the guilt of his cultural identity and neutralize any qualms he 
may feel about his status as a beneficiary of colonialism. He tries to portray an 
alternative Spanish identity that is more suitable to his identity needs, as the good 
conqueror who is acquiescent to the defeated and opposed to some types of war. 
From this position, he claims his Spanish identity is a positive and responsible one 
that can engage with other cultures, using peaceful solutions and pragmatic 
reasoning, which are less violent than the methods employed by his ancestors.     
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In Michelle’s case it is worth noting that as a Mexican adolescent she mostly draws 
upon the positions of the conquistadors, rather than the indigenous, to explain the 
Conquest. Initially, she appears to be comfortable explaining the Conquest by 
positioning herself as a peer to Spaniards, and by justifying Spanish colonization. 
However, she repositions both cultures on an equal footing and later, she distances 
herself from Spaniards due to their inexcusably exercise of violence. Further on, 
Michelle makes use of the metaphor of the new race to create the position of the 
Mestizo, the Mexican identity that was created as a consequence of the Conquest. 
At the end of her account, she describes her own ideas regarding the interactions 
between Mexicans and Spaniards and the identity resulting from it:   
 
Do you think this war was necessary? 
Definitely no. Countries need progress but not at that cost. Maybe Moctezuma and 
Cortes could have dialogued…I remember that in history class we read that they 
defeated us and then we all were born as mestizos, half Spanish and half indigenous, 
a new race subjugated by Spaniards, with culture but colonized…You know, their 
churches over Indian temples…But I'm not sure, I have another image of mestizaje in 
my mind, haha… 
 
Really, what image? 
 
It's going to sound silly, but... like the Mexican pyramids... as a world... The 
pyramids of Mexico with a blue sky and indigenous walking and such, and all that 
intertwined, blurring with the atmosphere of the Spanish people, kings and such, as 
if they're trespassing, as if handing off…in balance… 
 
As with Alex, Michelle strongly rejects war. However, instead of assigning blame, 
she focuses on the harmonization of both cultures. She could choose to tell the story 
from the position of the victim, the subjugated mestizo, but instead narrates from 
the position of the “new race” that resulted from the Conquest. She finds a lack of 
meaning in the definition of mestizaje that she was taught in school. Rather than 
reproduce the image of victors and defeated, she envisions a lively and non-violent 
cultural interaction. This rhetorical image allows her to negotiate her personal 
identity as a Mexican, not as the defeated or the conqueror, but her own identity of 
mestiza, a new and empowered race. Finally, she raises an alternative idea of 




So…Mestizaje is…We are all indigenous, Spanish Indians, haha, we are all Spanish 
Indians, because we're like a mix, right? European Indians or Indian Europeans, as 
you wish. For me it's the same, we're all equal, we just change… We are all the same 
but different, we change. I mean, why do you have to talk about black mixed with 
Indian and white? No, no, we are all the same, so I don’t care much about that 
mestizaje, it’s the same, whatever…  
 
And how would you define it?  
 
It's like… as I said… as I would like to call it, because we are what we are 
now…Mexicans with rights. 
 
The stress on equality suggests a discursive mechanism that Michelle employs in 
order to coherently integrate her two identities – Spanish and Mexican indigenous 
– in relation to her own subjectivity and her sense of collective belonging. This 
leads to her establishing a difference between the presumed past identity of 
defeated indigenous Mexicans and the identity of the current inhabitants of Mexico, 
although she does recognize that these are related but differentiated by means of 
entitlements. Her idea of change also entails a mechanism of agency, since she 
suggests there is no need to get stuck in the past and instead wants to focus on 
moving forward as part of a “new race”, as an entitled Mexican who has come to 
terms with her past.  
 
Michelle’s narrative appears quite interesting in terms of positioning and identity 
negotiation. She seems to oscillate between two conflicting positions, the defeated 
Mexican and the peer of the Spanish Conquistador. For that, Michelle envisions the 
concept of mestizaje as the bridge to her agency as a Mexican citizen. She challenges 
the official idea of mestizaje in order to construct a more open and suitable cultural 
identity for herself. More than a passive adolescent consuming the official identity 
and assuming historical victimhood, Michelle’s own projection as a Mestiza makes 
visible her search for a wider space of action that will allow her to advance towards 
the future.  
 
Finally, the analysis shows three common discursive practices used by Alex and 
Michelle as they negotiate their identity: mirroring, challenging and distancing-
approaching. Mirroring shows how the participants reflect their subjectivity in the 
historical actors’ positions, thereby displaying their values and cultural 
assumptions as they position and reposition them. For instance, when Alex 
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positively repositions indigenous Mexicans as brave patriots, he is mirroring them 
into his value of patriotism, as seen through the narrative he presents in others 
passages. Later on, he repositions them as agents mirroring Spanish culture and 
behavior; they achieve civilization as they are invaded and they are converted into 
Spanish slaves. Challenging involves casting doubt on general assumptions about 
the Conquest by constructing new assumptions based on historical guessing. 
Michelle and Alex refute the brutality of the Conquest and wonder if other less 
violent forms of colonization are possible.  
 
Finally, distancing-approaching shows how the participants separate or connect 
their positions to cultural identities in their historical explanations to the extent 
that these identities are best suited to negotiate their personal identities. The 
adolescents change their speakers’ voices to gain proximity to or establish distance 
from cultural identities when these actions are more suitable for them. For instance, 
in his narrative, Alex changes voice when he first references from “our culture” and 
then switches to “those Spaniards” when he feels his personal identity is at stake. 
Michelle, for her part, approaches to indigenous Mexicans’ positions in order to 
negotiate her own position as mestiza. Distancing-approaching is also grounded in 
other more subtle discursive mechanisms, such as disclaimers that seek to 
normalize violence by judging, blaming and making historical nuances in order to 
undermine the implications of colonization. In sum, the participants’ positionality 
and discursive practices draw attention to the complex interconnections between 
identity, subjectivity and historical understanding. 
 
Conclusions 
This study aimed to analyze the intersections between history and identity by 
conducting a positioning analysis of adolescents’ historical narratives from 
different backgrounds. The outcomes demonstrated the relevance of conducting 
positioning analysis on these issues in that it gives one space to understand 
adolescents’ experiences with identity and history. It also calls the attention to the 
central role that positions play in processes of making sense of history and in the 
construction of the self. The study’s main finding show that positioning functions 
as a discursive mediation between these two parallel processes. On one hand, 
positioning allows the articulation of historical understanding and identity in a 
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structured historical explanation. On the other, it serves as a negotiation tool 
between collective affiliation, historical understanding and self-identity building. 
 
Positioning functions as a discursive mechanism that can structure historical 
explanation through its different components. Positions allow participants to set 
the historical context and causality of the event. By positioning historical actors, 
attributing to them cultural identities, personal traits, abilities and entitlements, 
they establish time, place and the main cultural and socioeconomic circumstances 
surrounding the event. The adolescents also determine causality as positions 
describes the actors’ intentions, interactions and the actions taken resulted from 
these. Finally, positioning permits the discursive articulation of historical 
narratives. The results show that participants’ historical explanations are 
articulated through different discourses that range from the normalization of the 
dominance of European colonialism in history, to the battle of resistance against it, 
and finally to its acceptance as a benevolent process of civilization. This variety of 
discourses, grounded in the three types of positioning established by the 
participants, represent the dynamism of historical explanations as well as its 
tensions within them.  
 
The adolescents’ explanations move from one discourse to another when these 
tensions are related to historical episodes where their collective identity is at stake. 
To a great extent, adolescents anchor their identities in the positioning and 
repositioning they establish in their narratives. In this regard, positioning shifts 
become responses to what Michelle and Alex uneasily reject and resist about the 
interlacing of the Conquest with their cultural identities. At this stage, positioning 
functions as an instrument of negotiation between historical issues and personal 
identity affiliations. In this process, the participants’ subjectivities are more visible: 
they abandon the role of speakers “behind” the historical characters’ positions, and 
take up their own stances; they construct historical explanations explicitly relating 
their positioning with their identities and with regard to their moral and social 
concerns. 
 
The interplay between positioning and subjectivity translates into the participants’ 
identity negotiations, making them rethink the ways they approach cultural 
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identities, history, and own constructions of self. This is in line with results 
described in other discursive psychology studies (Archakis & Tzanne, 2005; 
Edwards & Potter, 1993; Harré, et. al., 2009; Korobov & Bamberg, 2004) that 
demonstrate how positioning is an effective discursive tool for individuals to 
portray and recreate their identities, as they explain the past and their world. In 
the process of identity negotiation, the participants call into question their own 
initial historical assumptions on colonialism and the normalization of the causes of 
violence. They reconsider the appropriate level of personal distance to be 
maintained from cultural identities and shift historical characters’ positions to the 
extent that these positions fit comfortably with their own identity affiliations and 
personal stances. At the end, they use positions negotiate collective identities and 
to transform them into more suitable adaptations that are rooted in their present 
needs; this allows them to rethink history and to come to terms with collective 
pasts. The Mestiza identity of Michelle and the good conqueror identity of Alex are 
excellent examples of that process.   
 
Discussion 
Results evidence the complex relationship between positioning and historical 
understanding. On the one hand, the participants’ positions appear grounded in 
simplistic historical narratives. In accordance with previous studies (Barton, 2001; 
Carretero, Jacott, Limón, & López-Manjón, 1995), adolescents’ historical knowledge 
can be characterized as poor, driven by moral judgments, social misconceptions of 
national progress and patriotism, and a personalist model of causality rooted in 
historical actors’ actions and traits. These may suggest that positioning, as an 
extension of this poor historical knowledge, may hinder the development of 
historical understanding. However, leaving aside the content and focusing on the 
sense making process of history, positioning enables participants to conduct 
operations and develop capabilities, such as critical inquiry skills and historical 
empathy, which are often considered complex in historical thinking (Colby, 2008; 
Lee & Shemilt, 2011). The outcomes show how positions allow participants to 
question official versions of history, and to ask themselves about historical 
characters’ worldview and emotions. In this sense, positions can help improve 
historical understanding. However, more research is needed in order to analyze the 
roles of positioning in relation to historical understanding.  
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The findings suggest that participants may be interested in exploring alternative 
historical explanations, as they are constantly going back and forth, approving or 
rejecting the Conquest. However, they end up accepting the dominant discourse of 
colonialism. At this point, is worth asking why the participants struggle with 
abandoning the Conqueror’s identity and positions. This type of situation has not 
been unnoticed in psychology research (Bamberg & Andrews, 2004). The study of 
the psychological impact of colonialism, and the internalization of dominant 
narratives by individuals from different backgrounds, including both colonial and 
colonized heritage, has been studied with special interest.  
 
Particularly, the construct of colonial mentality (David & Okazaki, 2006) appears 
useful for understanding how these participants interact with dominant and 
dominated positions. Following (Loomba, 2015: 8), one can approach colonialism 
as, “the more complex and traumatic relationship in human history”. Its impact is 
as long-lasting, as it is profound in people’s cultures and minds. Accordingly, 
colonial mentality is a form of internalized oppression that is socially shared or, 
even, inherited (David & Okazaki, 2010), rooted in collective memories of colonial 
pasts (Licata & Volpato, 2010). In this sense, Alex and Michelle, despite their 
background differences, tend to act with a colonial mentality: automatically 
choosing the narratives and positions of the dominants, while rejecting those of the 
dominated. This study’s findings, as previous research has noted (Bhatia, 2002a; 
David & Okasaki, 2010; Said, 1989), demonstrate the difficulty of releasing the self 
from the colonial influence, in order to create non-colonial, alternative social and 
historical representations of self.  
 
Underlying this angle is the role of power in shaping culture and positioning 
(Gjerde, 2004; Mahalingam, 2003). Some postcolonial studies have described 
forms of subverting and negotiating colonial heritage and power (Anzaldúa, 1987; 
Bhatia, 2002b; Spivak, 1988). In this venue, findings suggest that positioning does 
allow participant to wonder about new historical interpretations, thereby calling 
into question colonialism. Positioning also allows them to create, to some extent, 
new individualized approaches to national identity and by extension, new paths 
towards empowerment, claiming new types of personal identities. For example, 
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Michelle uses her historical imagination to reject the official mestizo identity and 
posit another more empowered one, while Alex rejects the cold-blooded violence of 
the Spaniards to portray a non-violent and patriotic Spanish identity more suitable 
to his times. The data in this study does not allow for a full analysis of this aspect, 
but it does encourage further research in this area.  
 
Michelle’s case is outstanding, as in the case of (Memmi, 1957/2010) she has a 
twofold liability, interlacing the mind of the oppressor and of the oppressed, living 
between the usurpation of the colonizer and the creation of a new future. New 
studies that would approach cases like that of Michelle would be of great help in 
advancing knowledge of identity negotiation and non-colonialist representations of 
identity and history. In conclusion, it is interesting to note how the adolescents, by 
questioning national military-based historical narratives, are motivated to find 
new interpretations of the past. On a wider scale, the power of nonviolent and more 
diverse cultural narratives and postcolonial discourses (Bhatia, 2002b; Mbembe, 
2001) could play an enormous role in fostering critical historical understanding 
and plural identities. Further research on this is needed, and it is hoped that this 

































4.1 Civic Engagement and Controversies in the Classromm 
It is a fact that the field of youth civic engagement has come of age, as a result of 
years of significant studies and constant research (Sherrod, Torney-Purta & 
Flanagan, 2010). However, the road ahead to reach overall understanding of it is 
still long, arduous but undoubtedly exciting. The rapidly changing world and the 
current complicated times we inhabit make it more difficult and challenging. Yet, 
this must motivate us to continue this journey exploring new ways of engagement, 
and the different concerns stimulating youth to step up -or step back- in society. 
The voices of the two hundred adolescents presented in this dissertation allowed 
approaching to general cultural frameworks significantly influential in youth civic 
engagement: national history, collective identity and social controversies. It was 
possible to analyze them and attend how history, identity and society interlaces in 
youth civic engagement, and how the participants interact with these cultural 
frameworks. The participants’ narratives also gave us the opportunity to immerse 
ourselves in the analysis of more personal and intimate processes of the 
engagement, such as identity negotiation, positioning, and the use discursive 
practices to negotiate own agency and making sense of the world. 
 
The above analyses was made possible by the study of the adolescents’ explanations 
of controversial issues. This field of research proved to be a very useful venue to 
analyze in depth youth civic engagement. Findings specially contribute to shed light 
on understudied aspects relevant for youth personal social participation 
development. These are the different subjective processes and variables identified 
in youth active engagement with social and historical issues. For one part, 
outcomes show the participants’ different processes of engagement with 
controversies. The participants struggle either with reproducing or challenging 
narratives of power and colonialism, taking distance and negotiating discourses 
suitable to their own notions of justice, ethics, social responsibility and evolution 
of history. This finding suggests the presence of the strong influence of 
nationalistic narratives in youth notions of history and citizenship. However, it also 
suggests the active responses and positioning to these grand narratives available 
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in their contexts, and the determination of these participants in creating own 
explanations of sociohistorical events. 
 
The discussion of controversies contributes to analyze the adolescents’ personal 
engagement with these events. Results reveal how from their own means, 
expectations and cultural background, the participants negotiate explanations to 
make sense of the sociohistorical topics. They make use of personal beliefs, values, 
historical and social understanding to build up explanations, both satisfactory for 
them and suitable to their personal contexts. However, controversies cause 
tensions in turn in the adolescents’ personal beliefs, identity and sociohistorical 
knowledge. These tensions and conflicts are rooted in the interaction of present 
moral and social concerns, and past and current violence and injustices involved in 
the controversies. That compromise their cultural affiliation and own 
sociohistorical beliefs and makes them engage in negotiating their explanations of 
the controversy. 
 
These tensions make the participants engage with the explanation of the 
controversies in a larger scale than the event itself. That is, the participants 
internalize the controversies as personal conflicts concerning their own identity 
construction, national history, and civic development. They construct their 
explanations, struggling with own assumptions of group identity in terms of 
legitimacy, power, guilt or victimhood. This explains why the adolescents’ 
explanations are marked by a strong presence of morality and back and forth 
interactions between youth social knowledge, national identity and personal 
concerns and beliefs. The studies’ findings show the different elements involved in 
youth civic engagement, which are mainly strong affective responses, moral 
judgments, intolerant statements and prejudices grounded in the participants’ 
patriotic views of history and collective identity. Yet, there is also evidence of 
empathetic statements, pro-social attitudes and rejection of violence among 
adolescents’ explanations.  
 
Ultimately, findings demonstrate the relevance of introducing controversial issues 
in education, as these fostered the participants’ active civic engagement with 
history and citizenship in both fields of study. This dissertation delivers outcomes 
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demonstrating previous studies’ suggestions on the benefits of teaching 
controversies (Hess, 2009). The studies from three to six show that exposure to 
situations of discrimination, power asymmetries and colonialism facilitated that 
participants involve themselves with and make explicit their positions on these 
topics significant for their context and collective identity development. In this 
sense, findings show that engagement with controversies can help teachers to 
identify negative social attitudes such as discrimination, prejudices, stereotyping, 
and xenophobia, as well as helping participants to call into question conventional 
knowledge related to nationalistic school contents such as national history, 
national identity and patriotism. 
 
Outcomes show that teaching controversial issues can foster the development of 
critical thinking, democratic attitudes, and social involvement. At the end, this line 
of studies are also paving the way for further disruptive discussions on citizenship 
education and history teaching. Findings showed that both implicit and explicit 
controversies, the media issue and the historical event respectively, caused a 
positive series of conflicts and tensions in the participants’ conceptions of identity, 
history and society. Similarly, results demonstrate that opposite to some opinions 
claiming the general disinterest and disenchantment with history and citizenship, 
participants were quite involved in the explanations of the past and their present. 
 
4.2 Youth Discursive Negotiation of Civic Engagement  
In line with recent research on citizenship (Sherrod, Flanagan & Torney-Purta, 
2010; Levine, 2005) this dissertation’s findings show that it is the interconnection 
of different sociocultural and subjective factors that triggers youth civic 
engagement. It is in its core basis the development of critical scrutiny of reality, as 
well as -and most importantly to the adolescents-, a negotiation process oriented 
to the self-construction of meaning, identity and agency. The analysis of youth civic 
engagement turned out to be a reflection of these different processes through the 
participants’ narratives, and the ways they interact with specific circumstances, 
individuals and their contexts. In view of the studies’ results, I posit that effective 
civic engagement in youth own experiences is related to the responses to the 
following five questions: What is this events’ story? Does that story affects me? In 
what ways do I feel touched, compromised or committed to get involved with it? 
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Am I able to do it? If not, what should I do to become an agent? Throughout the 
studies, different responses raised through the voices of the participants in 
interactions with historical and social controversial issues, showing what makes 
them engage, standing for own privileges or rejecting situations of inequality. 
 
Civic engagement involves the construction of oneself as an agent. To this end, the 
participants make use of different cultural tools and discursive practices at hand, 
to negotiate both the sense making of reality and of themselves. Results show that 
as the participants are explaining controversies, they are engaging with their 
contexts and negotiating the process of self-construction; they build explanation 
considering their in-group audience, assign and take up specific positions, and 
explicit social values and personal moral judgments. While explaining 
controversies, they are seeking to develop an own sense of identity, agency and 
cultural adscription. They are also aiming at creating impact in their environment 
and own life, opening a scope of actions and prerogatives for them in their context 
and for their personal development. The discursive negotiation of civic engagement 
allows them to gain privileges, reproducing the set of practices they see at disposal 
in their contexts, or casting doubt on authority to achieve them. 
 
Findings reveal that the role of discourses and positioning in this process is 
essential. By the construction of discourses, the participants are making sense of 
controversies in these events’ contexts but also from their own background. By 
positioning the event and the characters involved, they are indirectly placing 
themselves within the controversy, allotting to themselves specific rights and 
practices. The discursive negotiation of civic engagement entails two psychological 
and discursive processes: self-identity construction and positioning. The 
participants are in constant dialogue with their cultural background during this 
negotiating process.  
 
In this discursive negotiation, the adolescents both reaffirm or hesitate as to the 
accuracy of conventional historical and social explanations of these events. They 
opt for one or another option depending what they want to explain and achieve. 
For instance, the adolescents use certain discourses to successfully structure their 
explanations and justify domination and colonialism. They blend personal 
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sociohistorical knowledge, moral judgments and identity concerns to justify 
violence and blame marginal characters for own failure in developing a thriving 
nation. However, in other cases where colonialism and power do not allow them to 
gain agency, they cast them into doubt questioning its legitimacy. 
 
Positioning and repositioning resulted very effective for the adolescents’ discursive 
negotiation of civic engagement. In order to maintain advantage positions and 
entitlements, some participants construct first order positions, validating authority 
and the dominant explanation of the event. They legitimize power relations by 
discursive practices such as justification, normalization, blaming and avoidance. 
They take for granted certain privileges that justify unfair practices, defend 
irresponsible characterizations and bullying, avoid naming certain actions, and use 
disclaimers to silence or normalize power. In contrast, another group of 
participants construct second order positions to challenge, delegitimize and make 
claims against the supposed entitlements taken for granted in the event. They 
question the characterization of countries in the Texican Whopper ad, and blame 
the designers for stereotyping and the aggressions against the Mexicans and 
Americans. These participants also contradict the assumptions of supremacy in the 
event, and posit alternative relationships and interpretations, exemplifying and 
justifying their legitimacy, such as in the position of conciliation and partnership.   
 
At this point is worth asking why some participants recognize themselves in the 
aggressor’s positions, and why they struggle with leaving narratives of colonialism 
and domination? Analyzing this from the positioning-theory perspective, this 
relates not only to identity matters but also to the rights, privileges, and duties 
inherent to the collective identity ascription. The findings, in line with studies on 
positioning theory (Cowlishaw, 2004; Harré & Slocum, 2003), show how positions 
entail certain privileges which provide agency and a broad spectrum of practices 
and rights. This, from their perspectives, comes along with duties such as defense 
and justification of the cultural identity narrative. Thus, positioning oneself at the 
side of the Conquest’s victor or the dominant country may allow them to feel 
entitlements to demand certain rights and privileges. Also, the personal adaptation 
of this identity to one rooted in the present, may allow participants to disclaim or 
minimize responsibility for historical events they perceive as guilt-inducing. 
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Positioning and repositioning, distancing-and-approaching discursive mechanisms, 
permitted them to negotiate both the explanation of the event and their personal 
sense of self. Ultimately, they seek an explanation in which they experience agency 
and a suitable modern identity, drawing upon narrative to claim their due rights. 
 
Finally, this process lead the participants to ask themselves significant questions: 
not only what it means to be Spaniard or Mexican, but how to question the logic of 
dominant historical and social cultural narratives while looking for alternative 
histories and new identities. These questions enable the adolescents to some extent 
to create new, individualized approaches to cultural affiliation, civic engagement, 
seeking ways of empowerment. At the end, it is interesting how from questioning 
nationalistic narratives, the students are motivated to find new interpretations. 
The type of influence and consumption of cultural narratives scape from the scope 
of this dissertation, though ,As it is discussed in the study six, the positive influence 
of nonviolent cultural counter-narratives and de-colonial discourses (Anderson, 
2009; Mbembe, 2001) might be significant in fostering critical historical thinking 
and civic engagement (Westheimer & Kahne, 2008). Further research on this is 
necessary, and it is hoped this study will foster its development.  
 
4.3 Cultural Narratives, National Identity and Representation of the Past in 
Youth Civic Engagement 
In the beginning of this dissertation it was highlighted the importance of cultural 
narratives in the conformation of citizenship. Especial emphasis was made of the 
importance of history in sustaining the conventional nation-state model of citizen. 
Research on history and citizenship excel the power of history in fostering citizens’ 
belonging to the nation and social participation. Besides its importance in 
supporting conventional citizenship, recent new civic studies highlight the role of 
history in transforming it and moving citizenship forward to a non-nationalistic 
model (Haste & Bermudez, 2017). This dissertation analyzed the role of history in 
these two actions, either functioning in the participants’ explanations as a 
sustenance of conventional citizenship, defending national identity and the in-
group cultural narrative, or refusing and questioning nationalistic interpretations 
of social and historical issues. 
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The analysis of the variety of master cultural narratives in the participants’ 
contexts, was not the focus of this dissertation. However, findings allow making 
some assumptions on the relation of the participants’ civic engagement and cultural 
narratives. This especially paying attention to the impact of cultural narratives in 
the type of the participants’ social and historical understanding. In line with 
previous studies on youth sociohistorical understanding (Carretero, 2011; Liu & 
Hilton, 2005; Pennebaker & Gonzales, 2009; Seixas, 1993; Stearn, Seixas & 
Wineburg, 2000; Wertsch, 2000) this dissertation’s results reveal the strong 
influence of cultural master narratives in shaping youth social and historical 
understanding. This is evident in the way the participants construct for themselves 
a coherent understanding of history and society, from the basis of the concept of 
nation, in the same venue of previous studies’ findings (Carretero, 2011; Brubaker, 
2004; VanSledright, 2008). 
 
They also ground their explanations in national historical characters, cultural 
stereotypes, and keystone historical events, enabling them a sense of belonging and 
a frame of explanation rooted in the logic “Us versus Them” (Carretero & 
Bermudez, 2012; Westheimer, 2015). In accordance with previous studies’ results 
(Barton & Levstik, 2004), these actors and cultural stereotypes function as role 
models and portray the social values of the participants’ contexts. The studies’ 
outcomes make manifest the strong presence of the participants’ national identity’ 
morality and social values, visible in the moral judgments driving their 
explanations of the events and actors’ actions. Findings show that there is a 
common array of moral judgments underpinning adolescents’ explanations. 
Likewise, emotions grounded in in-group identity are visible influencing the 
explanations of the events.  
 
They mostly critique or overestimate characters’ personal traits, actions, intentions 
and beliefs. They also appraise each event by itself, based on what they perceive as 
universal principles of right and wrong. And they also assess the actors’ actions by 
their consequences, as for instance when Alex describes rape as positive, given that 
the children produced by it will have Spanish blood and its entitlements. Finally, 
the adolescents conduct moral scrutiny of the past from present-based historical 
assumptions; this is evident in the assumption of Americans’ historical unfair 
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treatment of Mexican immigrants or the positive valuation of the Conquest, on the 
basis that if Spaniards had not taken the control back then, Mexico would not have 
any progress - only savagery and human sacrifices.  
 
The results suggest that most of the discourses the participants use to explain 
controversies foster a limited and unilateral historical understanding. These 
discourses seems to be grounded in what the adolescents see as universal truths. 
This is indicated in their explanations, as they constantly allude to historical and 
moral principles such as progress, civilization, development, peace, justice and 
order. The discourses based on the inevitability of history may lead to a notion of 
historical determinism, arguing that in history everything is predestined. These 
discourses make seem that in history, events happen identically for every society 
as well as progress and civilization, and thus it is justifiable that they happen no 
matter what the cost. Blaming discourses tend to oppose historical 
contextualization and deep comprehension of historical characters and the broad 
event; the act of looking for guilty people promotes simplistic reasoning and avoids 
analysis of individuals’ intentions and social circumstances. These type of 
discourses also serve to disavow responsibility, and permit an excuse to certain 
actions that would otherwise appear unfair or violent. 
 
Besides, the act of blaming is contrary to empathy development, and promotes an 
understanding of people based on moral misjudgments, misconceptions and 
unfounded assumptions. In the end, this leads to denial historical accountability; 
that is case of Indigenous peoples and immigrants in these controversies, as they 
are sent to the margins of history. Closely related to the above is the normalization 
of the causes and consequences of domination and colonialism. In the adolescents’ 
understanding, the war waged by the Spaniards to colonize “Mexico”, as well as its 
implications, were simply what anyone would have done. Likewise, they see the 
historical discrimination against Mexican immigrants in the US as a harsh and 
unfair reality; yet, it is how it is. This type of historical understanding involves both 
the elimination of historical context and a disavowal of the perpetrators' 
responsibility. In sum, most of the adolescents’ historical understanding induces 
historical misunderstanding, prejudice and justification of unfair practices. 
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Another main issue identified was the relation between this historical 
understanding and the participants’ national identity. Findings also show that a 
great majority of participants, especially middle graders, have more difficulties 
detaching from the conventional national identity-based views toward 
controversial issues. This could relates to the way these students consume the 
cultural narratives available in their contexts, possibly an automatic reproduction 
of social and historical master narratives. In opposition, freshman participants 
seems to be more aware of the cultural narratives they consume than those in 
middle school. This also allows to make the inference that these adolescents are 
more aware of the narratives at disposal in their contexts, having the ability to take 
into account other narratives besides the dominant narrative to interpret the event. 
The data analyzed in this study is insufficient to sustain this fully, but the discourse 
analysis of the two hundred adolescents’ narratives gives some insights in this 
respect.  
 
The fact that in the quantitative analysis, the Mexicans have less ability to decenter 
might be explained by the strong identity anchoring in their selection of narratives. 
This anchor may frame the advertising and the historical event in a dominant 
discourse of a long-lasting conflict with the United States and Spain respectively. 
This seems to determine their perspective that the event is a personal conflict, as 
if the controversies switched their cultural narratives on. It could be inferred that 
in the Mexicans’ broader social context there is a lack of alternative discourses that 
may allow them to analyze the controversies, beyond this preset notion of historical 
conflicts with the two countries. In this sense, these assumptions would strength 
the idea that the ascription to national identity and the consumption of cultural 
narratives are determinant in the development of youth civic engagement. 
 
The above findings suggest a need for research focusing on the development of 
historical empathy and multicausality. Accordingly, further research is necessary 
in order to stimulate more complex historical explanations, and most importantly, 
greater historical understanding. Finally, the adolescents’ social and historical 
understanding largely appeared hindering democratic development and critical 
historical thinking. Yet, there were indications, too, that under different 
circumstances their social and historical knowledge could be developed through 
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education in a way that would enhance their critical thinking about history and 
society. In this regards, the next section present some findings and reflections that 
enlarge the scope of this sections’ statements. 
 
4.4 Youth Civic Engagement beyond Cultural Narratives  
The implications of the participants’ sociohistorical knowledge has been a keen 
topic on history and citizenship research (Barton & Levstik, 2004; Barton, McCully 
& Marks, 2004; Davies, et.al. 2002). The discussion concentrates on whether youth’ 
social and historical understanding such as those of this dissertation’s participants 
can be obstacles to their civic engagement development. Or, in contrast, if this 
knowledge supposes an opportunity to detect and change biased assumptions, anti-
social and apathetic attitudes, improving youth civic engagement. In the study six 
I advanced this discussion pointing out that on the one hand, this type of knowledge 
is not an exclusive feature of youth, and most importantly, that what it may seem 
as poor and simplistic understanding could hide complex reasoning. Above all, what 
I defend is that instead of only focusing on assessing the disciplinary nature of 
youth sociohistorical understanding, we can analyze how youth is using this 
knowledge and for what purposes, in order to be part of their civic engagement 
improvement. 
 
The consideration of all the dissertation’s findings put into sharper focus this 
debate. Firstly, it call into question the indisputable influence of cultural narratives 
and national identity on youth sociohistorical understanding. Insofar as the 
consumption of master narratives such history is not a unilateral operation, people 
tend to psychologically internalize and re-appropriate the master historical 
narrative explanation of certain event and the nation’s historical evolution. The 
findings of the dissertation’s studies show that the adolescents construct effective 
historical explanations based on shared sociohistorical assumptions. These 
explanations are not precisely a full reproduction of national history or 
conventional social desirability, but discursive negotiations of cultural master 
narratives. Besides the expected results on the cultural differences between 
Mexicans and Spanish participant, the studies reveal interesting similarities in the 
making sense of controversies. 
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The discourse analysis of the two hundred narratives show that there are not 
significant differences between Mexicans and Spanish participants’ explanations, 
on the contrary. Findings suggests that the way participants construct discourses 
and positioning generate a same kind of civic engagement rationality among the 
two hundred adolescents. Mexicans and Spaniards engage with the issues sharing 
common discourses, discursive practices and very similar positioning. The 
positioning analysis results show similarities in the adolescents’ historical and 
social explanations. In both cases they position the Spaniards as dominant and the 
indigenous peoples as subjugated. They also explain the Conquest as an interplay 
of barbarism versus civilization, backwardness versus progress. Something alike 
occurs with the advertising; Mexicans and Spaniards tend to position the American 
as the aggressor and the Mexican as the victim. For most of them, there is a long-
lasting history of subjugation involved, and although some voices in this idea 
disagree with it, they end up accepting it is enduring. 
 
Besides, a similar percentage of Mexican and Spanish participants were able to 
develop critical explanations, both to nationalistic interpretations and own 
national identity affiliation. They call into question subjugation and resisted to 
entirely reproducing dominant discourses of domination. In the case of the 
Conquest, both participants struggle with the ambiguity of being attached to their 
national identities, and with the reproduction of the colonial vision of history. They 
simultaneously desire to construct their own identities and expand their spectrum 
of their possibilities. These findings suggest that the national identity anchor is 
relevant for the participants, but it does not determine the acceptance or rejections 
of power relations and reproduction of national cultural narratives. They also 
suggests that cultural master narrative appropriation is a conditioning, but not a 
strictly determinant factor in adolescents’ historical understanding and identity 
configuration. 
 
Secondly, the above suggests different terms of the influence of the cultural master 
narratives and youth civic engagement. The participants’ re-appropriation of 
cultural narratives is a very complex process, since it involves tensions and 
struggles between the participants’ subjectivities and the cultural background 
normativity. Findings suggests that this process is more a negotiation in which 
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subjects decide to either maintain or refuse cultural narratives, depending their 
expectations. The adolescents identify and consume the socially available 
discourses and national identity, and then they recreate them to serve the needs of 
their personal situations. Participants’ narratives provide some insights into how 
cultural narratives are appropriated and at the same time, challenged and 
readapted. They are a minority, but the dissertation yields evidence of adolescents 
challenging own cultural narratives and national identity, such as Michelle refusing 
the official notion of Mestizaje. There are others such as Sofia that instead of only 
reproduce the cultural narrative of conflict, emphasize other more tolerant stories 
of cooperation and cultural exchange.  
 
Thirdly, results demonstrate that there are other variables conditioning youth civic 
engagement relating to own personal development. Studies show that there are 
specially three especially exceling: self-identity construction, moral concerns and 
affective responses. For instance, Alex and Michelle both think that the Conquest 
was understandable and justifiable, since the violence was a necessary means of 
achieving progress. However, although both students identify with the Spanish 
character, in the parts of their narratives that deal with aggression and violence 
they tend to detach themselves from this identity and type of explanation.  
 
Adolescents, to a limited extent, question the logic of dominant historical accounts, 
while looking for alternative historical interpretations and new identities. This 
occurs in their attempts to put themselves in the position of the indigenous people, 
asking whether other, more peaceful, solutions besides a war of conquest were 
possible. These questions led the students to create new, individualized approaches 
to national identity, as in the cases of Alex’s good conqueror identity and Michelle’s 
reconceptualization of Mestizaje. There is a psychological impulse of pro-sociality, 
a sense of social awareness and empathy in the students’ historical thinking that 
sometimes alerts them to unjustifiable attitudes and practices; this was observed 
in their explanations when issues related to violence provoked in them a conflict of 
historical explanation and therefore identity, forcing them to decide whether to 
reproduce official national history or seek alternative explanations and new 
identities. 
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In general terms, the narratives of the participants who challenge cultural 
narratives share the rejection of victimhood and passiveness, which suggests the 
claim of agency that official school history and civic education do not provide to 
them. The results indicate that, to a limited extent, they are engaging in a type of 
storytelling that may enable empowerment. Neither are entirely accurate in terms 
of history, but they are making sense of a crucial event as they simultaneously make 
sense of themselves. They are answering strong identity questions about their past 
and present, and making history an effective tool for creating their future.  
 
However, they are not only answering identity questions, but questions related to 
self-empowerment and effective social agency. These adolescents are talking to 
their cultural peers, and expressing their emotions and morality around these 
heated topics. The participants’ identity negotiation process is not only conducted 
in terms of nationality and culture but in subjective and power aspects. This may 
explain why there are several similarities and common resources in Spanish and 
Mexicans adolescents. The adolescents’ discursive negotiation of civic engagement 
is at the end a personal mediation of identity, privileges, and power.   
 
Finally, all this discussion leads to reconsider the intersections between history and 
citizenship. Outcomes demonstrate that the conventional ways in which history and 
citizenship interlace in participants understanding of the social world, are effective 
means and very influential in their civic engagement. National identity play an 
important role in the configuration of the adolescents’ sociohistorical knowledge. 
It influences biased interpretations of controversial events and promotes a 
nationalistic involvement with these issues. The sociopolitical references in 
participants narratives make one assume that they take conflicts or injustices for 
granted, solved and unchangeable as if these were issues beyond their scope of 
actions. This led to think that conventional civic knowledge they learned induce in 
them the belief that these are responsibilities of politicians and not of them. These 
all led to reduce both their duties as citizens and their agency as social actor. 
 
Yet, there are participants willing to put into question the narratives of power 
embedded in controversies, which allow the reflection in new intersections 
between history and citizenship. Results show new possible ways of 
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interconnection between history and identity in participants’ explanations of 
controversial issues. These are rooted in the creation of agency, and self- identity 
building, and the seeking of alternative interpretations of history meaningful for 
present realities. As suggested in other studies (Haste & Bermudez, 2017) this 
dissertation results demonstrate that history foster civic engagement, either 
conventional or critical. Furthermore, findings suggest a more synergic relation 
between history and citizenship. In some cases, adolescents get involved 
emotionally, morally and by identity allusion with the ad by reference of history.  
 
In the other way around, some participants get involved with the historical 
controversy as it allude to some social concern significant for the adolescents’ 
current reality. these show that history plays a significant role in civic engagement, 
but also that there is a vivid interconnection between history, emotions, social 
awareness and moral concerns related to civic life, that invite the adolescent to get 
involved in society. These are conjectures of these new possible intersections based 
on the evidence provided by this dissertation. More research on this respect is 
necessary, as it is hope this small contribution, to shed light on new possible ways 
of thinking history and citizenship, can foster active and critical youth civic 
engagement. 
4.5 Research Limitations and Further Research 
The idea of conducting a type of research like this entails great advantages but also 
a several risks and limitations. The previous reflections give us a general overview 
of the contributions of blending quantitative analysis with discursive psychology. 
This was a strong bet as the mix of statistical and discursive analysis is a venue 
little explored, and its mere implementation entails a contribution by itself. As I 
described in study six, mix-methods give the tools to examine general trends and 
its continuity in personal development, as wells as the particularities of certain 
micro-processes. For one part, this mix-methods approach provided a global 
understanding of the adolescents’ meaning-making process of controversies. It 
allowed, in the terrain of psychology, a comprehensive look at different 
psychological processes from cognitive skills, cultural and political systems, to 
discursive practices. For the other, the case studies brought out interesting insights 
on the personal interaction individuals conduct with their sociocultural 
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background, along with the ways they deal and negotiation personal identity 
construction, morality and emotions. 
 
In regard to the data, the intertwine of statistical and discursive examinations 
deliver findings to understand narrative not only as cognitive product, mirror of 
certain social representation, but as an interactional and dialogical cultural tool 
the participants use to communicate with others and gain pursued objectives. The 
discursive analysis conducted in narratives aimed to be a contribution in this 
outstanding discussion on narrative inquiry, both as a methodological tool and 
cultural mean significant for human development and social interaction (Bamberg, 
2006; Hammack, 2011; Haste, 2010). Furthermore, the implementation of a 
particular approach of discursive psychology, the Foucauldian method of Carla 
Willig, gave a very structured and effective framework of analysis, responding to 
one of the recurrent criticism of discourse analysis: the lack of structure and 
parameter of assessment (Korobov, 2010). Especially the proposal of putting 
together the analysis of positioning and subjectivity in the analysis of participants’ 
narratives was of great efficacy. It allowed the analysis of both the construction 
and assignation of positioning in the explanation, and the process of self-
positioning reflected in the construction and assignation of these positions. 
 
However, conducting this discursive mix-method research entails certain 
limitations. In the first place is the data processing for the two methodologies in 
the two different fields. Even though the analyses were conducted in both history 
and citizenship studies, following the same stages of Foucauldian Discourse 
Analysis, the amount and type of data make difficult the comparison of results. On 
the one hand, it was not possible to analyze in depth the participants’ two hundred 
historical, given the enormous work it entailed and the differences between the 
narratives of the citizenship task and the interview on history. At the end, there 
are interesting insights on the particular processes of positioning and self-identity 
construction of the participants concerning historical controversies. Although 
these adolescents were representative of their peers interviewed in Madrid and 
Mexico City, and even when these analyses’ results share trends with the identity 
and positioning analysis of the citizenship study, the examination of Michelle’s and 
 219 
Alex’s narratives impose limitations on the global  and interconnected analysis of 
the history and citizenship outcomes. 
 
Secondly, although the approach of analyzing together positioning and subjectivity 
is innovative, this has certain risks in its implementations. Positioning analysis has 
been mostly used to examine people’s conversations and group interactions, 
delving into how people position the others as themselves in the interplay (Ofreneo 
& Montiel, 2010). In this dissertation, the focus was rather on the internal dialogue 
of individuals while producing sociohistorical explanations. To determine the 
analysis for the “internal dialogue” between ascribe and take up positions seems 
difficult, and leave questions on this matter. Even though self-positioning not only 
implies a reference to first, second, or third person– I, we, and them- the analysis 
of the forms the participants take up positions vis-à-vis cultural narratives and self 
is still blurry (Bamberg, 2007; Willig, 2013). This is related to the criticism on the 
delimitation of boundaries between cognitive and discursive analysis in positioning 
theory, (Korobov, 2010; Ofreneo & Montiel, 2010). In this sense, this dissertation 
is not able to clarify these questions, so further research on this respect is 
necessary. 
 
There are other relevant limitations previously discussed in the studies that are 
worthwhile noting. First is the debate on bringing controversial issues in the 
classroom. The benefits of including controversies in the school curriculum are at 
sight, regarding previous breakthrough research (Barton & McCully, 2007; Hess, 
2009; Hess & McAvoy, 2014) and this dissertation’s findings. Still, there are several 
obstacles in the inclusion of these topics in the classroom, such as the teachers’ 
lack of preparation in this topics and the debate on the possible influence of the 
personal ideological position. Also are the institutional impediments, such as the 
reluctance to include controversies under the statement that it is not the right 
moment for young learners to do it. Although findings show the adolescents are 
prepared and interest in discussing these issues, more research is necessary to 
break prejudices and unwillingness of this type. 
 
The debate on whether sociohistorical knowledge characterized as poor and 
simplistic is an obstacle or not to civic engagement has been taken into account. 
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However, this dissertation does not bring enough findings to contribute fully to this 
debate. The stands taken in this dissertation, as the idea of analyzing the 
implications and functions of this “poor knowledge”, must be accompanied by solid 
analysis of the participants’ knowledge in future studies. Also, in consideration of 
the suggestions and criticisms to this compilation of studies, there were certain 
analysis and theoretical discussion missed that would have contributed best in the 
development of own contributions of this dissertation.  
 
For instance, the studies would have benefited from the inclusion of gender 
analysis. Future analyses of the personal negotiation of sociohistorical 
explanations, identity and agency, to mention some, will be strengthen for the 
inclusion of the gender approach. Besides, I missed the opportunity of conducting 
some interesting theoretical debates on certain topics that were only referred in 
the studies. These are the discussions on agency, power, intersectionality, social 
justice, and colonialism. These are important for the dissertation, especially 
colonialism, but there was not a theoretical space dedicated specially to each one 
of them. Further studies will benefit from the inclusion of these theoretical debates. 
 
At the end, a dissertation is a journey full of venues, dead ends and crossroads 
taken with the conviction –conscious or unconscious- to include or leave behind 
certain discussions. To me this dissertation has become full circle and yet, it is just 
the point of departure of a long road. I hope this dissertation can make a small 
contribution in the fields of history and citizenship research, also catching the 
interest of all my fellow young scholars moved by these vibrant issues. Finally I 
hope this work results useful to all those who are involved and want more people 












4.1. Compromiso Ciudadano y Controversias en el Salón de Clases 
Es un hecho que la investigación sobre el compromiso ciudadano de los jóvenes ha 
llegado a la mayoría de edad, como resultado de años de estudios significativos e 
constante (Sherrod, Torney-Purta & Flanagan, 2010). Sin embargo, el camino por 
recorrer para llegar a la comprensión global de este proceso es todavía largo, arduo, 
pero sin duda emocionante. El mundo en constante cambio y los tiempos 
complicados actuales que habitamos lo hacen más difícil y desafiante. Sin embargo, 
esto debe motivarnos para continuar este viaje explorando nuevas formas de 
compromiso, y las diferentes preocupaciones que estimulan a los jóvenes a 
comprometerse socialmente.  
 
Las voces de los doscientos adolescentes presentadas en esta disertación 
permitieron acercarse a los marcos culturales generales que influyen 
significativamente en el compromiso ciudadano juvenil: historia nacional, 
identidad colectiva y controversias sociales. Fue posible analizarlos y asistir a cómo 
la historia, la identidad y la sociedad se entrelazan en el compromiso cívico juvenil, 
y cómo los participantes interactúan con estos marcos culturales. Los relatos de los 
participantes también nos dieron la oportunidad de sumergirnos en el análisis de 
procesos más personales e íntimos del compromiso ciudadano, como la negociación 
de la identidad, el posicionamiento y el uso de la moral y las prácticas discursivas 
para negociar la propia agencialidad y dar sentido al mundo. 
 
Los análisis anteriores fueron posibles gracias al estudio de las explicaciones de los 
adolescentes sobre temas controversiales. Este campo de investigación demostró 
ser muy útil para analizar en profundidad el compromiso cívico de la juventud. Los 
hallazgos contribuyen especialmente a arrojar luz sobre aspectos relevantes poco 
estudiados. Estos son los diferentes procesos subjetivos identificados en el 
compromiso activo de los jóvenes con las controversias sociales e históricas. Por 
una parte, los resultados muestran los diferentes procesos de interacción y 
compromiso de los participantes con las controversias. Los participantes luchan ya 
sea con la reproducción o desafío de las narrativas de poder y el colonialismo, 
tomando distancia y negociando discursos adecuados a sus propias nociones de 
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justicia, ética, responsabilidad social y evolución histórica. Este hallazgo sugiere la 
presencia de la fuerte influencia de las narrativas nacionalistas en las nociones 
juveniles de historia y ciudadanía. Sin embargo, también sugiere la existencia de 
respuestas y posicionamientos activos a estas grandes narrativas disponibles en 
sus contextos, y la determinación de estos participantes en la creación de 
explicaciones propias de los eventos sociohistóricos. 
 
La discusión de controversias contribuye a analizar el compromiso personal de los 
adolescentes con estos eventos. Los resultados revelan cómo, a partir de sus 
propios medios, expectativas y bagajes culturales, los participantes negocian 
explicaciones para dar sentido a los temas sociohistóricos. Utilizan creencias 
personales, valores, comprensión histórica y social para crear explicaciones 
satisfactorias para ellos y adecuadas a sus contextos sociales. Sin embargo, las 
controversias de estas explicaciones provocan tensiones a su vez en las creencias 
personales, identidad y conocimiento sociohistórico de los adolescentes. Estas 
tensiones y conflictos están arraigados en la confrontación de las preocupaciones 
morales y sociales personales, y la justificación social de la violencia y las 
injusticias pasadas y actuales involucradas en las controversias. Eso compromete 
su afiliación cultural y sus propias creencias sociohistóricas y los hace involucrarse 
activamente en la negociación de sus explicaciones de la controversia. 
 
Estas tensiones hacen que los participantes se comprometan con la explicación de 
las controversias en una escala mayor que el evento en sí. Es decir, los participantes 
internalizan las controversias como conflictos personales relacionados con su 
propia construcción de identidad, historia nacional y desarrollo ciudadano. 
Negocian discursivamente sus explicaciones, luchando con mantener o cambiar sus 
propias suposiciones de identidad grupal en términos de legitimidad, poder, 
culpabilidad o victimismo. Esto explica por qué las explicaciones de los 
adolescentes están marcadas por una fuerte presencia de la moralidad y de las 
preocupaciones y creencias personales. Los resultados de los estudios muestran los 
diferentes elementos involucrados en el compromiso ciudadano de los jóvenes en 
este proceso de negociación, que son principalmente fuertes respuestas afectivas, 
juicios morales, declaraciones intolerantes y prejuicios basados en las visiones 
patrióticas de los participantes de la historia y la identidad colectiva. Sin embargo, 
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también hay evidencia de afirmaciones empáticas, actitudes pro-sociales y rechazo 
de la violencia. 
 
En última instancia, los resultados demuestran la relevancia de la introducción de 
temas polémicos en la educación, ya que estos fomentan el compromiso ciudadano 
activo de los participantes con la historia y la ciudadanía. Esta tesis ofrece 
resultados que demuestran las sugerencias de estudios previos sobre los beneficios 
de la enseñanza de las controversias (Hess, 2009). Los estudios muestran que la 
exposición a situaciones de discriminación, asimetrías de poder y colonialismo 
facilita que los participantes se involucren y hagan explícitas sus posiciones sobre 
estos temas significativos para su contexto y desarrollo de identidad colectiva. En 
este sentido, los resultados demuestran que el compromiso con las controversias 
puede ayudar a los maestros a identificar actitudes sociales negativas como la 
discriminación, los prejuicios, los estereotipos y la xenofobia, así como ayudar a 
los estudiantes a cuestionar el conocimiento convencional relacionado con los 
contenidos escolares nacionalistas, Identidad nacional y patriotismo. 
 
Los resultados demuestran que la enseñanza de temas polémicos puede fomentar 
el desarrollo del pensamiento crítico, las actitudes democráticas y la participación 
social. Al final, esta línea de estudio también está forjando el camino para nuevas 
discusiones disruptivas sobre la educación de la ciudadanía y la enseñanza de la 
historia. Los resultados mostraron que tanto las controversias implícitas como las 
explícitas, la controversia mediática y el acontecimiento histórico respectivamente, 
causaron una serie positiva de conflictos y tensiones en las concepciones de 
identidad, historia y sociedad de los participantes. Del mismo modo, los resultados 
demuestran que, frente a algunas opiniones que reclaman el desinterés general y 
el desencanto con la historia y la ciudadanía, los participantes estuvieron muy 
involucrados en las explicaciones del pasado y su presente. 
 
4.2 Los adolescentes y negociación discursiva del compromiso ciudadano 
En concordancia con las investigaciones recientes sobre la ciudadanía (Sherrod, 
Flanagan & Torney-Purta, 2010; Levine, 2005), las conclusiones de esta tesis 
revelan que es la interconexión de diferentes factores socioculturales y subjetivos 
que desencadena el compromiso cívico de la juventud. Es en su base el desarrollo 
The Intersections Between History and Citizenship 
 
224 
del escrutinio crítico de la realidad, así como -y lo más importante para los 
adolescentes- un proceso de negociación orientado a la autoconstrucción del 
significado, la identidad y la agencia. El análisis del compromiso cívico juvenil 
resultó ser un reflejo de estos diferentes procesos a través de las narrativas de los 
participantes y las formas en que interactúan con las circunstancias específicas, los 
individuos y sus contextos. En vista de los resultados de los estudios, postulo que 
el análisis del compromiso ciudadano en las experiencias propias de los jóvenes 
está relacionado con las respuestas a las siguientes cinco preguntas: ¿Cuál es la 
historia del evento? ¿Esa historia me afecta? ¿De qué manera me siento aludido o 
comprometido a involucrarme con éste? ¿Soy capaz de hacerlo? Si no, ¿qué debo 
hacer para ser un agente social? A lo largo de los estudios, diferentes respuestas se 
plantearon a través de las voces de las y los participantes en las interacciones con 
temas históricos y sociales controvertidos, mostrando lo que los hace participar, 
defender sus propios privilegios o rechazar situaciones de desigualdad. 
 
El compromiso ciudadano implica la construcción de uno mismo como agente 
social. Para ello, los participantes hacen uso de diferentes herramientas culturales 
y prácticas discursivas, para negociar la toma de sentido de la realidad y de sí 
mismos. Los resultados muestran que a medida que los participantes explican las 
controversias, se van involucrando con sus contextos y negociando su proceso de 
autoconstrucción. Construyen explicaciones considerando a su grupo social como 
su audiencia, asignan y asumen posiciones específicas, así como valores sociales 
explícitos y juicios morales personales. Mientras explican las controversias están 
tratando de desarrollar un propio sentido de identidad, agencia y adscripción 
cultural. También pretenden crear un impacto en su entorno y en su propia vida, 
abriendo un ámbito de actuaciones y prerrogativas para ellos en su contexto y para 
su desarrollo personal. La negociación discursiva del compromiso cívico les permite 
obtener derechos, reproduciendo el conjunto de prácticas sociales a su disposición 
en sus contextos, o poniendo en duda la autoridad de estas prácticas para lograrlo. 
 
Los hallazgos revelan que el papel de los discursos y el posicionamiento en este 
proceso es esencial. Mediante la construcción de discursos, los participantes están 
dando sentido a las controversias en los contextos de estos eventos, pero también 
desde sus propios contextos. Al posicionar el evento y los personajes involucrados, 
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están indirectamente colocándose dentro de la controversia, asignando a sí mismos 
derechos y prácticas específicas. La negociación discursiva del compromiso 
ciudadano conlleva dos procesos psicológicos y discursivos: la construcción de 
auto-identidad y el auto-posicionamiento. Los participantes están en constante 
diálogo con sus bagajes culturales durante este proceso de negociación. En esta 
negociación discursiva, los adolescentes reafirman o dudan en cuanto a la exactitud 
de las explicaciones históricas y sociales convencionales de estos acontecimientos. 
Ellos optan por una u otra opción dependiendo de lo que quieren explicar y lograr. 
Por ejemplo, los adolescentes usan ciertos discursos para estructurar con éxito sus 
explicaciones y justificar la dominación y el colonialismo. Combinan el 
conocimiento sociohistórico personal, los juicios morales y las preocupaciones de 
identidad para justificar la violencia y culpar a los personajes marginales por su 
propio fracaso en el desarrollo de una nación próspera. Sin embargo, en otros casos 
en los que el colonialismo y el poder no les permiten obtener agencialidad, 
cuestionan su legitimidad. 
 
El posicionamiento y el reposicionamiento resultaron muy efectivos para la 
negociación discursiva del compromiso ciudadano de los adolescentes. Para 
mantener las posiciones privilegiadas socialmente, varios participantes construyen 
posiciones de primer orden, validando la autoridad y la explicación dominante del 
evento. Legitiman las relaciones de poder mediante prácticas discursivas como la 
justificación, la normalización, la culpabilización y la evasión. Ellos dan por 
sentado ciertos privilegios que justifican las prácticas desleales, defienden el 
estereotipamiento, y evitan nombrar ciertas acciones y actos de violencia para 
silenciar o normalizar el poder. En contraste, otro grupo de participantes construye 
posiciones de segundo orden para desafiar, deslegitimar y poner en duda los 
supuestos derechos que se dan por sentados en el evento. Ellos cuestionan la 
caracterización de los países en el anuncio de la Texican Whopper, y culpan a los 
diseñadores por los estereotipos irresponsables y las agresiones contra los 
mexicanos y los estadounidenses. Estos participantes también contradicen los 
supuestos de supremacía y poder en el evento, y proponen relaciones e 
interpretaciones alternativas, ejemplificando y justificando su legitimidad, como 
en la posición de conciliación y asociación. 
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En este punto vale la pena preguntarse por qué algunos participantes se reconocen 
en las posiciones del agresor, y por qué les cuesta desprenderse de las narrativas 
de colonialismo y dominación. Respondiendo desde la perspectiva de la teoría del 
posicionamiento, esto se relaciona no sólo con asuntos de identidad, sino también 
con los derechos, privilegios y deberes inherentes a la adscripción de la identidad 
colectiva. Los hallazgos, en línea con los estudios previos (Cowlishaw, 2004, Harré 
& Slocum, 2003), muestran cómo las posiciones implican ciertos privilegios que 
proporcionan agencialidad y un amplio espectro de prácticas y derechos. Esto, 
desde sus perspectivas, viene acompañado de deberes como la defensa y la 
justificación de la narrativa de la identidad cultural y la patria. Por lo tanto, 
posicionarse como par del vencedor en la Conquista o del país dominante puede 
permitirles sentirse con derechos a exigir los mismos derechos y privilegios de 
ellos. Mecanismos discursives como el Posicionamiento y el reposicionamiento, el 
distanciamiento y la aproximación, les permitió negociar tanto la explicación del 
evento como sus identidades personal y colectiva. En última instancia, los 
adolescentes buscan una explicación en la que experimenten agencialidad. 
 
Por último, este proceso lleva a los participantes a hacerse preguntas importantes: 
no sólo lo que significa ser español o mexicano, sino cómo cuestionar la lógica de 
las narrativas históricas y sociales culturales dominantes, mientras se buscan 
historias alternativas y nuevas identidades. Estas preguntas permiten a los 
adolescentes, hasta cierto punto, crear nuevos enfoques individualizados de 
afiliación cultural, compromiso ciudadano, y una búsqueda de formas de 
empoderamiento. Al final, es interesante cómo de cuestionar las narrativas 
nacionalistas, los estudiantes están motivados para encontrar nuevas 
interpretaciones. El análisis de la influencia y consumo de las narrativas culturales 
escapan al alcance de esta disertación aunque, como lo discutimos en el estudio 6, 
la influencia positiva de las contra-narrativas culturales no violentas y los discursos 
decoloniales (Anderson, 2009; Mbembe, 2001) puede ser valiosa para fomentar el 
pensamiento histórico y el compromiso ciudadano crítico (Westheimer y Kahne, 
2008), promoviendo así representaciones más abiertas de la identidad así como la 
empatía en contextos interculturales. Es necesario realizar más investigaciones al 
respecto, y se espera que este estudio fomente su desarrollo. 
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4.3 Narrativas Culturales, Identidad Nacional y Representación del Pasado en 
el Compromiso Ciudadano de las y los jóvenes 
En el inicio de esta tesis se destacó la importancia de las narrativas culturales en 
la conformación de la ciudadanía. Se hizo especial hincapié en la importancia de la 
historia para cimentar el modelo convencional del Estado-nación. La investigación 
sobre la historia y la ciudadanía ha enfatizado el poder de la historia para fomentar 
la pertenencia de los ciudadanos a la nación y la participación social. Además de su 
importancia perpetuando la ciudadanía convencional, estudios recientes ponen de 
relieve el papel de la historia en la transformación de la ciudadanía hacia un modelo 
no nacionalista (Haste & Bermudez, 2017). Esta tesis analiza el papel de la historia 
en estas dos acciones, ya sea funcionando en las explicaciones de los participantes 
como sustento de la ciudadanía convencional, defendiendo la identidad nacional y 
la narrativa cultural del grupo, o rechazando y cuestionando interpretaciones 
nacionalistas de temas sociales e históricos. 
 
El análisis de la variedad de narrativas culturales maestras en los contextos de los 
participantes no fue objectivo central de esta tesis. Sin embargo, los resultados 
permiten hacer algunas inferencias sobre la relación del compromiso ciudadano de 
los participantes y las narrativas culturales. Esto especialmente prestando atención 
al impacto de las narrativas culturales en el tipo de entendimiento social e histórico 
de los participantes. En línea con estudios previos sobre la comprensión 
sociohistórica de los jóvenes (Carretero, 2011, Liu & Hilton, 2005; Pennebaker y 
Gonzales, 2009; Seixas, 1993; Stearn, Seixas & Wineburg, 2000; Wertsch, 2000), 
los resultados de esta tesis revelan la fuerte influencia de narrativas culturales 
maestras en la formación de la comprensión social e histórica de los jóvenes. Esto 
es evidente en la forma en que los participantes construyen una explicación de la 
historia y la sociedad a partir del concepto de nación, en sintonía con lo visto en 
estudios previos (Carretero; Brubaker, 2004; VanSledright, 2008). 
 
También fundamentan sus explicaciones en personajes históricos nacionales, 
estereotipos culturales y acontecimientos históricos clave, que les permiten crear 
un sentido de pertenencia y un marco de explicación arraigado en la lógica 
"Nosotros contra Ellos" (Carretero & Bermúdez, 2012; Westheimer, 2015). De 
acuerdo con los resultados de estudios previos (Barton & Levstik, 2004), estos 
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actores y estereotipos culturales funcionan como modelos a seguir y representan 
los valores sociales de los contextos de los participantes. Los resultados de los 
estudios ponen de manifiesto la fuerte presencia de la identidad nacional de los 
participantes, la moralidad y los valores sociales, visibles en los juicios morales que 
conducen sus explicaciones de los hechos y acciones de los actores. Los resultados 
demuestran que existe una serie común de juicios morales que sustentan las 
explicaciones de los adolescentes. Del mismo modo, las emociones basadas en la 
identidad del grupo son visibles influyendo en las explicaciones de los eventos. 
 
En su mayoría critican o sobreestiman los rasgos personales de los personajes, 
acciones, intenciones y creencias. También juzgan cada acontecimiento basándose 
en lo que perciben como principios universales del bien y del mal. Y también 
evalúan las acciones de los actores por sus consecuencias, como por ejemplo cuando 
Alex describe la violación como positiva, dado que los hijos producidos por ésta 
tendrán sangre española y sus derechos. Finalmente, los adolescentes realizan el 
escrutinio moral del pasado a partir de los supuestos históricos actuales. Esto es 
evidente en la suposición del tratamiento histórico injusto de los estadounidenses 
a los inmigrantes mexicanos o la valoración positiva de la Conquista, sobre la base 
de que si los españoles no hubieran tomado el control en ese entonces, México no 
tendría ningún progreso, sólo salvajismo y sacrificios humanos. 
 
Los resultados sugieren que la mayoría de los discursos que utilizan los 
participantes para explicar las controversias fomentan una comprensión histórica 
limitada y unilateral. Estos discursos parecen basarse en lo que los adolescentes 
ven como verdades universales. Constantemente aluden a principios históricos y 
morales como el progreso, la civilización, el desarrollo, la paz, la justicia y el orden 
que para ellos, parecen inapelables. Los discursos basados en la inevitabilidad de 
la historia pueden llevar a una noción de determinismo histórico, argumentando 
que en la historia todo está predestinado. Estos discursos hacen parecer que en la 
historia, los acontecimientos ocurren de manera idéntica para cada sociedad, por 
ejemplo el progreso y la civilización, y por lo tanto es justificable que ocurran sin 
importar cualquier costo. Los discursos de culpabilización tienden a oponerse a la 
contextualización histórica y a la comprensión profunda de los personajes 
históricos y del evento general. El acto de buscar culpables promueve el 
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razonamiento simplista y evita el análisis de las intenciones de los individuos y las 
circunstancias sociales. Este tipo de discursos también sirven para negar la 
responsabilidad y justificar ciertas acciones que de otra manera parecerían injustas 
o violentas. 
 
Además, el acto de culpar es contrario al desarrollo de la empatía, y promueve una 
comprensión de las personas basada en juicios morales erróneos y suposiciones 
infundadas. Al final, esto lleva a negar la responsabilidad histórica de las personas, 
como es el caso los pueblos indígenas y los inmigrantes en estas controversias. Muy 
relacionado con est es la normalización de las causas y consecuencias de la 
dominación y el colonialismo. En la comprensión de los adolescentes, la guerra de 
los españoles para colonizar "México", así como sus implicaciones, fue 
simplemente lo que ocurre siempre en la historia. Asimismo, ven la discriminación 
histórica contra los inmigrantes mexicanos en los Estados Unidos como una 
realidad dura e injusta. Sin embargo, así es cómo es. En suma, la mayor parte de la 
comprensión histórica de los adolescentes induce malentendidos históricos, 
prejuicios y justificación de prácticas desleales. 
 
Otro tema central es la relación entre esta comprensión histórica y la identidad 
nacional de los participantes. Los hallazgos también muestran que una gran 
mayoría de los participantes, especialmente los de nivel medio, tienen más 
dificultades para separarse de las opiniones convencionales basadas en la identidad 
nacional hacia cuestiones controvertidas. Esto podría relacionarse con la forma en 
que estos estudiantes consumen las narrativas culturales disponibles en sus 
contextos, posiblemente una reproducción automática de narrativas maestras 
sociales e históricas. En contrapartida, los estudiantes de bachillerato parecen ser 
más conscientes de las narrativas culturales que consumen. Esto también permite 
inferir que estos adolescentes son más conscientes de las narrativas a disposición 
en sus contextos, teniendo la capacidad de tener en cuenta otras narrativas, además 
de la narrativa dominante, para interpretar el evento. Los datos analizados en esta 
disertación son insuficientes para sostenerlo plenamente, pero el análisis del 
discurso de las doscientas narrativas de los adolescentes da algunas ideas a este 
respecto. 
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El hecho de que en el análisis cuantitativo los mexicanos tengan menos capacidad 
de decentrarse podría explicarse por el fuerte anclaje identitario en su selección de 
narrativas. Esta ancla identitatia puede enmarcar las controversias analizadas en 
un discurso dominante de un conflicto histórico y permanente con Estados Unidos 
y España respectivamente. Esto parece determinar su perspectiva de que el evento 
es un conflicto personal, como si las controversias activaran sus narrativas 
culturales. Podría inferirse que en el contexto social más amplio de los mexicanos 
hay una carencia de discursos alternativos que les permitan analizar las 
controversias, más allá de esta noción preestablecida de conflictos históricos con 
los dos países. En este sentido, estos supuestos reforzarían la idea de que la 
adscripción a la identidad nacional y el consumo de narrativas culturales son 
determinantes en el desarrollo del compromiso ciudadano juvenil. 
 
En resúmen, los todos los hallazgos anteriores sugieren una necesidad de 
investigación centrada en el desarrollo de la empatía histórica y la multicausalidad. 
En consecuencia, se necesitan más investigaciones para estimular explicaciones 
históricas más complejas y, lo que es más importante, una mayor comprensión 
histórica. Por último, la comprensión social e histórica de los adolescentes parece 
obstaculizar el desarrollo democrático y el pensamiento histórico crítico. Sin 
embargo, también hay indicios de que, bajo diferentes circunstancias, su 
conocimiento social e histórico podría desarrollarse a través de la educación de 
manera que mejore su pensamiento crítico sobre la historia y la sociedad. A este 
respecto, la siguiente sección presenta algunas reflexiones que amplían el alcance 
de lo mencionado en esta sección. 
 
4.4 El Compromiso Ciudadano de los Adolescentes más allá de las Narrativas 
Culturales  
Las implicaciones del conocimiento sociohistórico de los participantes en el 
desarrollo de la comprensión histórical y la ciudadanía han sido un tema central y 
controversial (Barton & Levstik, 2004; Barton, McCully & Marks, 2004; Davies et 
al., 2002). La discusión se centra en si la comprensión social e histórica de los 
jóvenes, como la de los participantes de esta disertación, pueden ser obstáculos 
para su desarrollo del compromiso cudadano. O, en cambio, si este conocimiento 
supone una oportunidad para detectar y cambiar las interpretaciones sesgadas de 
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la historia, y las actitudes antisociales y apáticas, mejorando así el compromiso 
ciudadano de los jóvenes. En el estudio seis adelanté esta discusión señalando que, 
por un lado, este tipo de conocimiento no es una característica exclusiva de la 
juventud y, lo que es más importante, que lo que puede parecer una comprensión 
pobre y simplista podría ocultar un razonamiento complejo. Sobre todo, lo que 
defiendo es que en lugar de centrarse únicamente en evaluar el contenido 
disciplinar de la comprensión sociohistórica de los jóvenes, podemos analizar cómo 
los jóvenes están utilizando este conocimiento y con qué fines, para desarrollar su 
compromiso ciudadano. 
 
La consideración de todas las conclusiones de la disertación permite decir algo en 
este debate. En primer lugar, pone en tela de juicio la indiscutible influencia de las 
narrativas culturales y la identidad nacional en la comprensión sociohistórica de 
los jóvenes. En la medida en que el consumo de las narrativas históricas maestras 
no es una operación unilateral, la gente tiende a interiorizar y reapropiarse de ésta. 
Los resultados de los estudios muestran que los adolescentes construyen 
explicaciones sociohistóricas eficaces basadas en supuestos sociohistóricos 
compartidos. Estas explicaciones no son precisamente una reproducción completa 
de la historia nacional o la deseabilidad social convencional en sus contextos, sino 
negociaciones discursivas de narrativas maestras culturales. Además de los 
resultados esperados sobre las diferencias culturales entre mexicanos y españoles 
participantes, los estudios revelan similitudes interesantes en el sentido de las 
controversias. 
 
El análisis del discurso de las doscientas narrativas muestra que no hay diferencias 
significativas en las explicaciones de los participantes mexicanos y españoles, por 
el contrario. Los hallazgos sugieren que la manera en que los participantes 
construyen discursos y posicionamiento genera un mismo tipo de racionalidad de 
compromiso ciudadano entre los doscientos adolescentes. Mexicanos y españoles 
se involucran con los temas compartiendo discursos comunes, prácticas discursivas 
y posicionamiento muy similar. Los resultados del análisis de posicionamiento 
muestran similitudes en las explicaciones históricas y sociales de los adolescentes. 
En ambos casos sitúan a los españoles como dominantes y los pueblos indígenas 
como subyugados. También explican la Conquista como una interacción de 
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barbarismo versus civilización y atraso versus progreso. Algo semejante ocurre con 
la “Texican”; Mexicanos y españoles tienden a posicionar al estadounidense como 
agresor y al mexicano como víctima. Para la mayoría de ellos, hay una historia 
duradera de subyugación involucrada, y aunque algunas voces no están de acuerdo 
con esta historia, terminan aceptando que es indiscutible. 
 
Además, un porcentaje similar de participantes mexicanos y españoles fueron 
capaces de desarrollar explicaciones críticas, tanto a interpretaciones nacionalistas 
como a su propia afiliación a la identidad nacional. Ellos cuestionan la subyugación 
y se resistieron a reproducir completamente los discursos dominantes de 
dominación. En el caso de la Conquista, ambos participantes luchan con la 
ambigüedad de estar apegados a sus identidades nacionales, y con la reproducción 
de la visión colonial de la historia. Estos hallazgos sugieren que la adscripción a la 
identidad nacional es relevante para los participantes, pero no determina la 
aceptación o rechazo de las relaciones de poder y la reproducción de las narrativas 
culturales nacionales. También sugieren que la apropiación cultural de la narración 
maestra es un condicionamiento, pero no un factor estrictamente determinante en 
la comprensión histórica y la configuración de la identidad de los adolescentes. 
 
En segundo lugar, lo anterior invita a pensar la influencia de las narrativas 
maestras culturales en el compromiso cívico de la juventud en otros términos. La 
reapropiación de narrativas culturales por parte de los participantes es un proceso 
muy complejo, ya que implica tensiones y luchas entre las subjetividades de los 
participantes y la normatividad cultural. Los resultados sugieren que este proceso 
es más una negociación en la que los sujetos deciden mantener o rechazar 
narrativas culturales, dependiendo de sus expectativas. Los adolescentes 
identifican y consumen los discursos socialmente disponibles y la identidad 
nacional, y luego los recrean para atender las necesidades de sus situaciones 
personales. Las narrativas de los participantes proporcionan algunas ideas sobre 
cómo se apropian las narrativas culturales y, al mismo tiempo, son desafiadas y 
readaptadas. Ellos son una minoría, pero la disertación arroja evidencia de 
adolescentes desafiando narrativas culturales y la identidad nacional propias, como 
Michelle rechazando la noción oficial de Mestizaje. Hay otras como Sofia que en 
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lugar de reproducir la narrativa cultural del conflicto, enfatizan otras historias más 
tolerantes de cooperación e intercambio cultural entre México y Estados Unidos. 
 
En tercer lugar, los resultados demuestran que existen otras variables que 
condicionan la participación cívica de la juventud en relación con el desarrollo 
personal propio. Los estudios demuestran que hay especialmente tres 
especialmente sobresalientes: la construcción de identidad propia, las 
preocupaciones morales y las emociones. Por ejemplo, Alex y Michelle piensan que 
la Conquista era comprensible y justificable, ya que la violencia era un medio 
necesario para lograr el progreso. Sin embargo, aunque ambos estudiantes se 
identifican con el conquistador, en las partes de sus narrativas que hablan de la 
violencia de éste tienden a separarse de esta identidad y tipo de explicación. Estos 
resultados concuerdan con otros estudios que sugieren la fuerte relación entre la 
conciencia histórica, la empatía y otras habilidades pro-sociales (Lee & Ashby, 
2001; Foster & Yeager 1998). Los resultados también muestran cómo la 
subjetividad personal afecta fuertemente a las formas en que los adolescentes usan 
los mecanismos discursivos en el nivel personal y subjetivo. Este es un hallazgo 
interesante dado que, aunque comparten el mismo tipo de comprensión histórica -
que se puede caracterizar como pobre-, funciona de manera diferente cuando sus 
subjetividades están implicadas en la explicación. Por ejemplo, Alex y Michelle 
construyen muy similar la posición de “el par del Conquistador”, aunque los 
objetivos en términos de agencialidad que la adolescente mexicana busca difieren 
de los objetivos del adolescente español. 
 
Los adolescentes, hasta cierto punto, cuestionan la lógica de los relatos históricos 
dominantes, mientras buscan interpretaciones históricas alternativas y nuevas 
identidades. Esto ocurre en sus intentos de ponerse en la posición de los indígenas, 
preguntándose si son posibles otras soluciones más pacíficas además de una guerra 
de conquista. Estas preguntas llevaron a los estudiantes a crear nuevos enfoques 
individualizados de la identidad nacional, como en los casos de la identidad del 
“buen conquistador” de Alex y la reconceptualización de Michelle del Mestizaje. 
Hay un impulso psicológico de pro-socialidad, un sentido de conciencia social y 
empatía en el pensamiento histórico de los estudiantes que a veces les alerta de 
actitudes y prácticas injustificables. Esto fue observado en sus explicaciones 
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cuando los temas relacionados con la violencia provocaron en ellos un conflicto de 
explicación histórica y por tanto de identidad, obligándolos a decidir si reproducir 
la historia nacional oficial o buscar explicaciones alternativas y nuevas identidades. 
 
En términos generales, las narrativas de los participantes que cuestionan las 
narrativas culturales comparten el rechazo de la victimización y la pasividad, lo 
que sugiere una reivindicación de agenciacialidad que la historia oficial escolar y 
la educación cívica no les proporcionan. Los resultados indican que, hasta cierto 
punto, están involucrados en un tipo compromiso ciudadano que puede permitir el 
empoderamiento. Estos estudiantes están respondiendo a preguntas de identidad 
fuertes sobre su pasado y presente, y haciendo de la historia una herramienta eficaz 
para crear su futuro. Sin embargo, no sólo responden preguntas de identidad, sino 
preguntas relacionadas con el auto-empoderamiento y la agencialidad social 
efectiva. Estos adolescentes expresan sus emociones y moralidad en torno a estos 
temas. El proceso de negociación de identidad de los participantes no sólo se lleva 
a cabo en términos de nacionalidad y cultura, sino en aspectos subjetivos y de 
poder. Esto puede explicar por qué hay varias similitudes y recursos comunes en 
adolescentes españoles y mexicanos. La negociación discursiva del compromiso 
cívico de los adolescentes es al final una mediación personal de la identidad, los 
privilegios y el poder. 
 
Finalmente, toda esta discusión lleva a reconsiderar las intersecciones entre la 
historia y la ciudadanía. Los resultados demuestran que las formas convencionales 
en que la historia y la ciudadanía se entrelazan en la comprensión de los 
participantes del mundo social, son medios eficaces y muy influyentes en su 
compromiso ciudadano. La identidad nacional desempeña un papel importante en 
la configuración del conocimiento sociohistórico de los adolescentes. Influye en el 
desarrollo de interpretaciones sesgadas de eventos polémicos y promueve una 
comprensión nacionalista de estos temas. Las referencias sociopolíticas en las 
narrativas de los participantes hacen asumir que toman en cuenta los conflictos o 
las injusticias como algo resuelto e inmutable, como si se trataran de cuestiones 
más allá de su alcance de acción. Esto llevó a pensar que el conocimiento cívico 
convencional que aprendieron induce en ellos la creencia de que estas son 
 235 
responsabilidades de los políticos y no de ellos. Todo ello lleva a reducir tanto sus 
derechos como ciudadanos como su agencialidad como actor social. 
 
Sin embargo, hay participantes dispuestos a cuestionar las narrativas de poder 
dentro en las controversias, reflexionando sobre nuevas intersecciones entre la 
historia y la ciudadanía. Los resultados muestran nuevas formas posibles de 
interconexión entre la historia y la identidad en las explicaciones de los 
participantes acerca de temas controvertidos. Estos nuevos nexos están arraigados 
en la creación de la agencialidad, la construcción de una identidad propia y en la 
búsqueda de interpretaciones alternativas de la historia no violentas, que tengan 
sentido para las realidades presentes. Como se sugiere en otros estudios (Haste & 
Bermudez, 2017), los resultados de esta tesis demostraron que la historia fomenta 
el compromiso cívico, convencional y crítico. Los hallazgos sugieren también una 
relación más sinérgica entre historia y ciudadanía, en la que las concepciones de 
una influyen en la comprensión que se tiene de la otra. 
 
Por ejemplo en varios casos, adolescentes de ambos países se involucran 
emocionalmente, moralmente y por alusión a la identidad con la Texican, con base 
en lo que saben de historia de los países involucrados. Del mismo modo, algunos 
participantes se involucran en la controversia histórica, aludiendo a alguna 
preocupación social significativa para la realidad actual de los adolescentes. Esto 
muestra que la historia juega un papel importante en el compromiso ciudadano, 
pero también que existe una vívida interconexión entre la historia, las emociones, 
la conciencia social y las preocupaciones morales relacionadas con el compromiso 
ciudadano, que invitan al adolescente a involucrarse en la sociedad. Estas son 
algunas conjeturas de las nuevas intersecciones posibles basadas en la evidencia 
aportada por esta tesis. Es necesario realizar más investigaciones al respecto, ya 
que se espera que esta pequeña contribución, pueda arrojar luz sobre nuevas 
formas posibles de pensar la historia y la ciudadanía, y pueda fomentar un 
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4.5 Limitaciones de la Investigación y Posibles Líneas de Investigación a 
Futuro 
La idea de llevar a cabo una investigación como ésta conlleva grandes beneficios 
pero también varios riesgos y limitaciones. Las reflexiones anteriores nos dan una 
visión general de las contribuciones de la mezcla del análisis cuantitativo con la 
psicología discursiva. Esta fue una apuesta fuerte ya que la mezcla de análisis 
estadístico y discursivo ha sido poco explorada, y su mera implementación implica 
una contribución por sí misma. Como describí en el estudio 6, el “mix-methods” 
ofrecen las herramientas para examinar las tendencias generales y su continuidad 
en el desarrollo personal, así como las particularidades de ciertos micro-procesos. 
Por una parte, este enfoque de métodos mixtos proporcionó una comprensión 
global de las explancación de los adolescentes de las controversias. Permitió, en el 
terreno de la psicología, una comprensión integral de los diferentes procesos 
psicológicos, desde las habilidades cognitivas, los sistemas culturales y políticos, 
hasta las prácticas discursivas. Por otro lado, los estudios de caso revelaron 
interesantes resultados sobre la interacción personal que los individuos llevan a 
cabo con su entorno sociocultural, junto con las formas en que negocian la 
construcción de la identidad personal, la moral y las emociones. 
 
En cuanto a los datos, el entrelazamiento de los exámenes estadísticos y discursivos 
proporciona resultados para entender a la narrativa no sólo como producto 
cognitivo, reflejo de cierta representación social, sino como una herramienta 
cultural interactiva y dialógica que los participantes usan para comunicarse con 
otros y alcanzar objetivos perseguidos. El análisis discursivo de las narrativas es 
en sí una contribución para la discusión en la investigación narrativa, en torno a su 
caracter como herramienta metodológica  o como medio cultural significativo para 
el desarrollo humano y la interacción social (Bamberg, 2006; Hammack, 2011; 
Haste, 2010). Además, la implementación de un enfoque particular de la psicología 
discursiva, el método discursivo Foucaultiano de Carla Willig, dio un marco de 
análisis muy estructurado y eficaz, respondiendo a una de las críticas recurrentes 
del análisis del discurso: la falta de estructura y parámetros de evaluación medibles 
(Korobov, 2010). Especialmente la propuesta de reunir el análisis de 
posicionamiento y subjetividad en el análisis de las narrativas de los participantes 
fue de gran eficacia. Permitió el análisis de la construcción y asignación de 
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posicionamiento en la explicación, y el proceso de auto-posicionamiento reflejado 
en la construcción y asignación de estas posiciones. 
 
Sin embargo, este método conlleva ciertas limitaciones. En primer lugar está el 
procesamiento de datos para las dos metodologías en los dos campos diferentes. 
Aunque los análisis se realizaron en estudios de historia y ciudadanía, siguiendo las 
mismas etapas del Análisis del Discurso Foucaultiano, la cantidad y el tipo de datos 
dificultan la comparación de resultados. Por un lado, no fue posible analizar a 
profundidad los doscientos históricos de los participantes, dada la enorme labor 
que conllevaba y las diferencias entre las narrativas de la tarea ciudadana y la 
entrevista histórica. Al final, hay resultados relevantes sobre los procesos 
particulares de posicionamiento y construcción de auto-identidad de los 
participantes en relación con las controversias históricas. No obstante, aunque Alex 
y Michelle eran representativos de sus pares entrevistados en Madrid y Ciudad de 
México, e incluso cuando los resultados de estos análisis comparten tendencias con 
el análisis de identidad y posicionamiento del estudio de ciudadanía, el examen de 
sus narrativas impone limitaciones al análisis global e interconectado de los 
resultados de la historia y la ciudadanía. 
 
En segundo lugar, aunque el enfoque de analizar juntos el posicionamiento y la 
subjetividad puede ser visto como innovador, esto tiene ciertos riesgos en sus 
implementaciones. El análisis de posicionamiento se ha utilizado principalmente 
para examinar las conversaciones de las personas y las interacciones de grupo, 
profundizando en cómo las personas posicionan a los demás como a sí mismos en 
la interacción (Ofreneo & Montiel, 2010). En esta tesis el enfoque se centraba más 
bien en el diálogo interno de los individuos al producir explicaciones 
sociohistóricas. Determinar el análisis para el "diálogo interno" entre las 
posiciones de adscripción y de ocupación parece difícil, y deja preguntas sobre este 
asunto. A pesar de que el auto-posicionamiento no sólo implica una referencia a la 
primera, segunda o tercera persona -Yo, nosotros y ellos- el análisis de las formas 
en que los participantes asumen posiciones frente a las narrativas culturales y al 
yo sigue siendo borroso (Bamberg , 2007, Willig, 2013). Esto se relaciona con la 
crítica sobre la delimitación de los límites entre el análisis cognitivo y discursivo 
en la teoría del posicionamiento (Korobov, 2010; Ofreneo y Montiel, 2010). En este 
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sentido, esta tesis no es capaz de aclarar estas preguntas, por lo que es necesario 
realizar más investigaciones al respecto. 
 
Hay otras limitaciones relevantes previamente discutidas en los estudios que vale 
la pena retomar. Primero está el debate sobre la enseñanza de controversias. Los 
beneficios de incluir las controversias en el plan de estudios de la escuela están a 
la vista, sea en las investigaciones anteriores (Barton & McCully, 2007; Hess, 2009; 
Hess & McAvoy, 2014) y en las conclusiones de esta disertación. Sin embargo, 
existen varios obstáculos en la inclusión de estos temas en el aula, como la falta de 
preparación de los profesores en estos temas y el debate sobre la posible influencia 
de la posición ideológica personal del profesor (Hess, 2009). También están los 
impedimentos institucionales, como la renuencia a incluir controversias bajo la 
declaración de que no es el momento adecuado para que los jóvenes aprendan a 
hacerlo. Aunque los hallazgos demuestran que los adolescentes están preparados e 
interesados en discutir estos temas, se necesita más investigación para romper los 
prejuicios y la falta de voluntad para hablar de estos temas en la escuela. 
 
El debate sobre si el conocimiento sociohistórico se caracteriza como pobre y 
simplista es un obstáculo o no al compromiso ciudadano ha sido tomado en cuenta. 
Sin embargo, esta tesis no aporta suficientes conclusiones para contribuir 
plenamente a este debate. Los planteamientos de esta tesis, como la idea de analizar 
las implicaciones y funciones de este "conocimiento pobre", deben ir acompañados 
de un sólido análisis de los conocimientos de los participantes en futuros estudios. 
Asimismo, en consideración de las sugerencias y críticas a esta compilación de 
estudios, hubieron ciertos análisis y discusiones teóricas que hubieran contribuido 
mucho en el desarrollo de las contribuciones propias de esta tesis. Por ejemplo, los 
estudios se habrían beneficiado de la inclusión del análisis de género. Futuros 
análisis de la negociación personal de las explicaciones sociohistóricas, la identidad 
y la agencia, por mencionar algunos, se fortalecerán de la inclusión del enfoque de 
género. Además, perdí la oportunidad de realizar interesantes debates teóricos 
sobre ciertos temas que sólo fueron referidos en los estudios. Estas son las 
discusiones sobre la agencialidad, el poder, la interseccionalidad, la justicia social 
y el colonialismo. Son importantes para la disertación, especialmente el 
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colonialismo, pero no hubo un espacio teórico dedicado especialmente a cada uno 
de ellos. Futuros estudios se beneficiarán de la inclusión de estos debates teóricos. 
 
Al final, una tesis es un viaje lleno de distintas rutas, callejones sin salida y cruce 
de caminos con la convicción -consciente o inconsciente- de incluir o dejar atrás 
ciertas discusiones. Esta investigación ha concluido dejando fuera varias temáticas 
importantes, sin embargo, es sólo el punto de partida de un largo camino. Espero 
que esta tesis pueda hacer una pequeña contribución en los campos de la historia y 
la investigación de la ciudadanía, capturando también el interés de todos mis 
compañeros jóvenes investigadores movidos por estos temas vibrantes. Finalmente 
espero que este trabajo resulte útil para todos aquellos que están muy 
comprometidos socialmente, y quieren que más personas se involucren en hacer 
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The Conquest of Mexico. Semi-structured Interview 
Guide 
1. To star the interview I'd like you to comment: When you think of this 
event, What comes to mind when you think of the Conquest? 
2. How do you think was Tenochtitlan? Where the Indigenous lived before the 
arrival of the Spanish? 
3. What do you think about the indigenous of those times? What does they 
looked like? How they lived, what they believed? 
4. Were they peaceful or violent?  
5. Were they happy, get along with each other? 
6. We have another great actor of this fact: the European. How do you imagine 
that they were in those times? 
7. Were they peaceful or violent?  
8. Were they happy, get along with each other? 
9. How do you imagine the encounter between Indigenous and Spaniards? Was 
there an intent to talk? What they must have felt? 
10. Do you think that from the beginning they started fighting? 
11. Do you think the leaders had intention for dialogue? Have you heard of the 
leaders who were there? 
12. So far women had been found in the background or absent. What will be their 
role in those times? 
13. Why did the Conquest take place? 
14. We know that a great war occurred, how you imagine it? 
15. And in a huge exercise of imagination, where would you be in that war? 
16. Do you think this war was necessary? Did this war make sense? 
17. Finally, we know that the city of Tenochtitlan fell and after all this started a 
process known as Mestizaje (mix of culture), how would you define it? 
18. As a Spaniard/Mexican, how does this topic make you feel? 
